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This study investigated the effects of a within-school coaching intervention on four 
high school teachers’ use of behavioural feedback and opportunities to respond 
(OTRs) during teacher-directed instruction.  
There is significant research establishing evidence-based, high-leverage 
classroom management and instructional practices that increase the likelihood of 
student engagement and positive behaviour. An implementation gap exists in 
translating this research into practice. Education systems continue to default to 
reactive and control practices. Research demonstrates that traditional in-service 
training is insufficient in supporting teachers to transfer new knowledge and skills 
into long-term classroom practice. Teacher coaching is a promising approach to 
building teacher capabilities through ongoing, job-embedded opportunities for active 
learning and sustained focus. Generally, research has focused on teacher coaching 
models that rely on external expertise; however, this study sought to examine the 
efficacy of a within-school coaching intervention.  
This study utilised a single-subject multiple-baseline design across 
participants to investigate possible functional relationships between the independent 
variable of a within-school coaching intervention and dependent variables of 
teachers’ use of behavioural feedback and OTRs. Dependent variable data were 
collected through direct classroom observation during baseline and intervention 
conditions. Data was also collected on student behaviour and engagement, which 
was a secondary dependent variable.  
The introduction of the within-school coaching intervention, which included a 
structured teacher consultation meeting, goal setting, peer coaching observations 
 x 
and performance feedback, was systematically staggered across the teacher 
participants. While the data demonstrated positive results with individual teachers, 
the multiple baseline data did not indicate a functional relationship between the 
within-school coaching model and increased teacher use of OTRs and specific 
behavioural feedback.   
A social validity survey and teacher interviews examined the extent to which 
teachers found the intervention to be reasonable, feasible and effective. Social 
validity data demonstrated that participants found the strategy to be feasible, 
acceptable and effective. A within-school coaching model is a feasible, efficient and 
contextually relevant approach to building school capacity to support teachers’ 
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Chapter 1: Introduction 
 
The purpose of this study was to examine the efficacy of a within-school coaching 
intervention (independent variable) on four high school teachers’ classroom 
management practices. The within-school coaching model included a structured teacher 
consultation meeting, goal setting, peer coaching observations and performance 
feedback. A single-subject multiple-baseline design across participants was used to 
examine: (a) the impact of the within-school coaching model on high school teachers’ 
rate of behavioural feedback and delivering student opportunities to respond (OTR) 
(dependent variable); (b) effects on student behaviour; (c) the social validity of the 
within-school coaching model; and (d) the current rates of natural classroom 
management practices at the high school level. 
Background to the Problem 
Student disengagement  
Education is a significant factor influencing the future pathways of young people in our 
society and should ideally lead to successful outcomes for all students regardless of 
their learning history, ethnicity or socio-economic background. Student engagement has 
been identified as a significant factor in student learning. Student engagement is difficult 
to define; however, as Zyngier (2008) points out: “we know it when we see it, and we 
know it when it is missing” (p. 1765). Despite decades of significant reforms, particularly 
in secondary schooling, educational engagement continues to be a central and critical 
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equity issue. Bureaucratic, ‘top-down’ strategies have had little success in engaging 
students from disadvantaged backgrounds in secondary schooling (Callingham, 2013). 
In Australia and other countries these responses have largely located the problem with 
the student (Zyngier, 2008). Despite enduring attempts to address this inequity in 
education, several groups of students continue to not fare well in the education system 
(McInerney, 2009).  
A general definition of disengaged students is “those who do not participate 
actively in class and school activities, do not become cognitively involved in learning, do 
not fully develop or maintain a sense of school belonging, and/or exhibit inappropriate or 
counterproductive behaviour” (Finn & Zimmer, 2012, p. 99). Student disengagement is 
further defined by Balwant (2018) as “students’ simultaneous withdrawal of themselves 
and defence of their preferred self in displaying low activation behaviours that are 
characterised by physical, cognitive and emotional absence and passivity” (p. 398).  
Students who struggle in school often display serious mental illnesses, 
disabilities, and material, social and emotional disadvantage (Hancock & Zubrick, 2015). 
Students with emotional and behavioural disorders (EBD) are more frequently off task, 
can be disruptive in classrooms, are more likely to have lower academic and social 
skills, and experience less school success than their peers (Wagner, Kutash, 
Duchnowski, Epstein, & Sumi, 2005). Students with EBD who disengage from school 
have elevated risks, such as reduced employment prospects, poverty, risky health 
behaviours, mental health issues, substance abuse and incarceration (Commissioner 
for Children and Young People, 2018). Approximately 15 per cent of Australian students 
fail to complete their schooling (AIHW, 2019), with a disproportionate number of this 
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group being young males from working-class backgrounds, Indigenous students and 
students from low socio-economic backgrounds (Zyngier, 2008). Hancock and Zubrick 
(2015) attribute school drop-out to a “long process of disengagement over time” (p. 5). 
While this is often seen as the individual students’ failure to engage in schooling, 
Zyngier (2008) highlights that this should more appropriately be viewed in terms of 
school failing to meet students’ needs.  
The issue of student disengagement from school is complex, both in the cause 
and how it manifests among individual students. Traditional thinking in education 
systems, and broader society, attributes problematic behaviour to student deficits, 
family dysfunction, and cultural or socio-economic diversity (Slee, 1995). Australian 
research demonstrates that teachers tend to assign blame to the individual student and 
factors that occur in the community, rather than considering the school context as a 
contributing factor (Angus et al., 2009; McInerney, 2009). A recent study in South 
Australia, the Behaviour at School Study, in which over one thousand primary and 
secondary school teachers participated in an online survey, also supported these 
findings (Sullivan, Johnson, Owens, & Conway, 2014). The majority of teachers in the 
study highlighted low-level disruptive behaviours as their most significant issue and 
reported using behaviour management strategies that sought to control student 
behaviour. In light of the findings, the authors proposed student behaviour should be 
viewed through a socio-cultural theoretical model to help teachers better understand 
how the classroom environment affects student behaviour. 
The shift in thinking from a student deficit model, where problem behaviour is 
attributed solely to the child, removes the individual student as the target for 
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interventions and places emphasis on changing the classroom environment through 
effective classroom management practices. In this context, the term classroom 
management refers to a continuum of practices, defined by O’Neill and Stephenson 
(2011) as “the decisive, proactive, preventative teacher behaviours that minimise 
student misbehaviour and promote student engagement, and strategic, respectful 
actions that eliminate or minimise disruption when it arises, to restore the learning 
environment” (p. 35). Research shows that effective classroom management and 
instruction have a significant impact on student achievement and engagement 
(Cameron, Connor, Morrison, & Jewkes, 2008; Korpershoek, Harms, de Boerthan, van 
Kuijk, & Doolard, 2016; McEvoy & Welker, 2000; Oliver, Wehby, & Reschly, 2011).  
Expanding the focus beyond blaming the student for problem behaviour to 
examining the interaction between the child and the educational environment provides a 
sense of hope. It is largely beyond our control to influence factors outside of the school. 
However, evidence suggests teachers can implement empirically supported classroom 
management and instructional practices to increase student engagement (Simonsen, 
Fairbanks, Briesch, Myers, & Sugai, 2008). This focus places heightened accountability 
and responsibility on education systems to provide evidence-based professional 
learning to support teachers to implement approaches which research has 
demonstrated increase the likelihood of student engagement (Hancock & Zubrick, 2015; 
Scott, Hirn, & Cooper, 2017). 
Quality teacher–student relationships  
There is a recurring theme in what evidence suggests is required to improve school 
supports to provide equitable outcomes for all students. Schools are relational places; 
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belonging, connectedness and quality teacher–student relationships are critical 
contributors to school engagement and student success (Smyth, 2006; Waller, 1977; 
Winding & Anderson, 2015). Smyth (2006) highlights that personal dynamics profoundly 
affect student engagement and learning. He suggests the way forward in school reform 
is a shift from the school accountability agenda towards ‘relational reforms’, with schools 
placing much greater emphasis on relationships as the centrepiece to all that they do. 
Quality teacher–student relationships (TSRs) are considered to be a fundamental 
component of student engagement and teachers are central in the development of 
these relationships (Quin, 2017; Quin, Heerde, & Toumbourou, 2018). As Pianta and 
Walsh (1996) point out, “The asymmetry in child–adult relationship systems places a 
disproportionate amount of responsibility on the adult for the quality of the relationship” 
(p. 73). As such, it is the responsibility of the teacher to provide instructions and 
conditions to nurture and enhance quality TSRs with all students, regardless of their 
learning histories and backgrounds.  
A systematic review of classroom instruction conducted by Quin (2017) 
demonstrated that quality TSRs “were associated with higher levels of psychological 
engagement, academic achievement, and school attendance and reduced levels of 
disruptive behaviors, suspension, and dropout” (p. 373). A review of one hundred 
middle and high school mathematics programs indicated that interventions which 
focused on TSRs had a stronger effect than those which focused solely on academic 
interventions (Slavin, Lake, & Groff, 2009). A study involving almost 8,000 high school 
students across 431 schools showed that positive TSRs are associated with lower 
school drop-out rate (Barile et al., 2012). A recent report which surveyed 1,812 Western 
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Australian primary and secondary school students highlighted quality interpersonal 
relationships and a sense of belonging as the foundation for school engagement. The 
quality of TSRs were particularly critical as a protective factor against other adverse 
factors (Commissioner for Children and Young People, 2018). Research has shown 
that, while connectedness and quality TSR are essential for all students, they are 
especially beneficial for students at risk (Decker, Dona, & Christenson, 2007; Garcia-
Reid, Reid, & Peterson, 2005; Murray, Kosty, & Hauser-McLean, 2016).  
A longitudinal study by Wang and Eccles (2013) of 1,157 middle-school students 
found the school environment is malleable, and student behavioural engagement is 
increased by enhancing the quality of TSRs. Students’ perceptions that their classrooms 
were socially supportive and caring met students’ need for relatedness and increased 
the likelihood of emotional and behavioural engagement. The study adds to the 
“growing evidence that student perceptions of the nature and quality of the school social 
environment are as important as the academic environment (e.g., academic tasks and 
instructional practices) in promoting adaptive achievement motivation and engagement 
in school” (p. 20). Daily interpersonal classroom interactions are the keystone for 
building quality TSRs. One of the most readily available strategies teachers can use to 
proactively and positively influence classroom behaviour is enhancing the quality of 
TSRs through positive interactions. To do this, teachers need to strategically maximise 
classroom opportunities to increase positive interactions with all students. Through their 




that the nature and quality of interactions between teachers and children are 
fundamental to understanding student engagement, can be assessed through 
standardized observation methods, and can be changed by providing teachers 
knowledge about developmental processes relevant for classroom interactions 
and personalized feedback/support about their interactive behaviors and cues. 
(p. 381) 
 
This is an especially important consideration in the high school context as the structure 
and complexities of high schools differ significantly to primary school settings. 
Secondary schools generally have multiple administrators and larger numbers of 
students and staff. In the high school context, students move between ‘subject-based' 
teachers who are required to deliver specific curriculum content in lessons. High school 
teachers generally have to teach larger numbers of students, with less contact time and 
subsequently much smaller windows of opportunity to establish and sustain quality 
TSRs. 
The Research Context 
The Western Australian school context 
A longitudinal four-year Western Australian (WA) study of thirty-two schools investigated 
the relationship between academic performance and classroom behaviour and 
subsequently highlighted student disengagement to be a significant issue in WA schools 
(Angus et al., 2009). The study reported that only 40 per cent of students were 
consistently productive and engaged, and at any one time, about 20 per cent of 
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students in the classrooms were compliant, yet quietly disengaged. The study also 
found that academically, the disengaged group of students performed only marginally 
better than the 8 per cent of students who displayed uncooperative behaviours.  
Education inquiries and reports over the past five decades demonstrate that 
student disengagement in education in WA is not a new or recent concern. Throughout 
these report findings, there is a consistent theme, recommending schools focus on 
developing whole-school approaches with particular attention to the social environment 
of the school (e.g., De Jong, 2005; Dettman, 1972; Louden, 1985). De Jong’s report, 
Best practice in addressing student behaviour issues in Australia (cited in De Jong, 
2005) outlined a framework highlighting the importance of early intervention and 
prevention. The framework recognised student diversity and moved away from the 
traditional ‘deficit’ models of student behaviour. De Jong proposed that student 
behaviour is contextual and, rather than attempting to ‘fix’ the student, the focus should 
be on providing a school environment which is safe, student-centred, inclusive, caring 
and supportive. This report highlighted the emerging view of school behaviour and 
discipline as an educative process.  
Substantial amounts of funding have been directed into WA public schools to 
target the issue of student disengagement. The Behaviour Management and Discipline 
Strategy was a combined strategy of the government, the Department of Education and 
Training (DET) and the WA State School Teachers Union with a total budget of $64.5 
million (DET, 2007). A key component was the introduction of the classroom 
management strategies (CMS) professional learning program, which commenced in 
2004. Classroom teachers were trained as ‘expert’ consultants by Canadian educators 
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Barrie Bennett and Peter Smilanich to provide professional learning to teachers. The 
content of the program originated from Bennett and Smilanich’s (1994) book Classroom 
management: Thinking and caring approach. Classroom management practices 
included (a) bump theory, (b) teachers’ use of low-key responses (e.g., the look, pause, 
gesture and ignore), (c) providing choice, and (d) defusing power struggles. The 
program attributed goals of student misbehaviour to (a) attention seeking, (b) power, (c) 
revenge or (d) assumed disability.  
The CMS skills were based primarily on the work of Jacob Kounin, who utilised 
undergraduate students and videotapes to observe ‘effective teachers’ in classroom 
management situations (Kounin & Gump, 1958; Kounin, Friesen, & Norton, 1966; 
Marzano, 2003). This work was the first large-scale examination and identification of 
teachers’ skills; however, it is not evidence-based as the recommended practices were 
drawn from descriptive research with no experimental empirical evidence to document 
student impact (O’Neil & Stephenson, 2014). 
The WA DoE CMS program uses an ‘expert’ coaching model. Participants attend 
a series of full-day workshops followed by the ‘expert’ consultant providing in-class 
observation and structured verbal feedback. Joyce and Showers’ (2002) review of the 
professional learning literature highlighted the importance of coaching to build fluency 
and informed the rationale for the CMS coaching component. A point of difference, 
however, is Joyce and Showers’ recommendation to omit verbal subjective and 
evaluative feedback and rely on performance feedback (i.e., actual counts of teacher 
behaviour). Joyce and Showers analysed research on teacher training and identified 
four key components for effective teacher professional learning: (a) theory or rationale 
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of concepts presented through discussions and lectures, (b) demonstration or modelling 
of skills, (c) practice and feedback in the training setting, and (d) peer coaching in 
natural settings. In their model of peer coaching, they suggested that teachers should 
work collaboratively to plan and solve problems (Joyce & Showers, 2002).  
In 2008 an additional $47.7 million in funding was allocated to the WA 
Department of Education’s (DoE’s), Better Behaviour and Stronger Pastoral Care 
strategy. This funding supported the implementation of a range of strategies, including 
the establishment of primary and secondary behaviour centres in metropolitan and 
country areas to assist schools and students with challenging behaviours (DoE, 2010). 
The DoE also released a position paper, Managing student behaviour (2008), which 
explicitly stated beliefs and understandings about student behaviour and acknowledged 
the need to develop evidence-based whole-school approaches. The paper echoed the 
earlier findings highlighted in De Jong’s report and outlined the essential 
understandings of behaviour. The paper proposed that behaviour is learned, contextual 
and functional, and that effective teachers approach student behaviour with these 
understandings in mind. In outlining essential steps in teachers’ understanding, the 
position paper states: 
 
Firstly, they understand behaviour is learned, and so with those students who 
regularly misbehave they see their job as helping those students learn more 
productive and responsible behaviour. Secondly, they understand behaviour is 
influenced by the situation in which it occurs, and so they act to change the 
student’s behaviour by altering some aspects of the classroom situation. Thirdly, 
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they know that misbehaviour serves a purpose for each student, and so they take 
action to enable students to find ways of belonging in more socially acceptable 
ways. (DoE, 2008, p. 1) 
 
In 2014 the Western Australian Auditor General published a review of behaviour 
management in WA DoE public schools. The report highlighted that support was not 
adequately targeted to meet school and student needs and was inconclusive due to the 
absence of complete and precise data. It noted that over 14,000 teachers had 
completed CMS training. However, access to CMS training was on a “first come, first 
served” basis rather than strategically targeted to meet high-need schools. The report 
recommended the CMS program be evaluated with measurable outcomes and outputs 
(OAG, 2014). However, to date, participant attendance at workshops is still the only 
data currently reported by the WA DoE on teacher professional learning in CMS (DoE, 
2018). This lack of measurable outcomes and outputs is consistent with research on 
system-level obstacles to implementing effective professional development. Tooley and 
Connally (2016) identified that few schools or education systems have developed 
systems for analysing the quality and impact of professional learning. 
In response to recommendations of the WA Ombudsman and Auditor General, 
the WA DoE Student Behaviour Policy was reviewed and became effective in 2016. The 
policy placed the responsibility for student behaviour on the school principal, who is 
required to develop and implement a whole-school plan supporting positive student 
behaviour. However, the report does not provide guidelines for how to achieve positive 
student outcomes. Counter to the mandate of the report, focusing on supporting and 
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increasing appropriate behaviour, the document includes an additional 63 pages of 
mandated procedures focusing on consequences for problem behaviour such as 
student withdrawal, detention, suspension, exclusion, physical restraint, and protective 
isolation.  
The primary data currently used by WA DoE to monitor the impact of state-
sponsored programs and initiatives designed to improve behaviour in schools is 
suspension and exclusion data. School suspension is the temporary withdrawal of a 
student’s right to attend school as a response to a behaviour error and ranges from one 
to ten school days. Suspension data in WA public schools show little improvement 
between 2012 and 2018 and range from 4.0 per cent to 4.5 per cent of students. Table 
1 provides the WA DoE school suspension data from 2012–2018. 
 












2012 25 998 11 715 285 495 4.1% 
2013 26 228 11 768 291 072 4.0% 
2014 27 400 12 188 296 453 4.1% 
2015 31 391 13 365 305 830 4.4% 
2016 30 484 12 649 310 513 4.1% 
2017 35 147 14 075 315 661 4.5% 





Historically, teachers cite classroom management as one of the significant challenges of 
the profession (Melnick & Meister, 2008). Media hype and the accompanying rhetoric 
around school behaviour emphasise major incidents of aggression and violence. 
However, the most pervasive issue for teachers is student disengagement and the day-
in-day-out frequent low-level disruptions (Angus et al., 2009; Beaman, Wheldall, & 
Kemp, 2007). Research has shown that, while low-level disruptive behaviour is a 
significant issue in schools, incidences of severe behaviours in schools are 
comparatively rare (Angus et al., 2009; Beaman & Wheldall, 1997; Sullivan et al., 2014). 
Despite this, it is not uncommon for media and politicians to exacerbate ‘moral panic’ 
(Critcher, 2003) about the prevalence and degree of student behaviour problems in 
schools. Recent isolated incidents released in videos on social media showing student 
violence in WA schools have put the issue of school behaviour again into the public 
spotlight. After publishing statistics in the media to highlight the severity of the problem, 
the WA Minister for Education developed a Taking a Stand Together action plan to instil 
control and order in public schools. The action plan included automatic suspensions and 
removal of privileges for students who demonstrate challenging behaviour in public 
schools. In a media statement, the Minister stated that she was “drawing a line in the 
sand … Getting tougher on this issue means we will see an increase in the number of 
students suspended and excluded from public schools” (Ellery, 2018).  
This stance is not an uncommon response to student behaviour in Australian 
schools. Media reports of Australian students’ deteriorating test results and poor 
behaviour call for ‘zero tolerance’ and punitive discipline measures as the solution 
(Donnelly, 2014; Dodd, 2017). Zero-tolerance policies were widely adopted in US 
 
 14 
schools in the early 1990s and often mandated severe, predetermined punitive 
consequences regardless of context or mitigating circumstances (American 
Psychological Association Zero Tolerance Task Force, 2008). Decades of research in 
the United States has shown that ‘zero-tolerance’ policies have failed, and in most 
cases, exacerbated the problem (Skiba, 2014). Central to this approach is the 
assumption that the enforcement of consequences deemed to be ‘punishing’ will serve 
to deter students from engaging in disruptive behaviour. Reliance on traditional 
punishment responses to school behaviour is not unique to the Western Australian 
school context and represents the challenges that face school systems worldwide. 
Exclusionary discipline 
Exclusionary discipline is the removal of a student from the education program as a 
consequence for problem behaviour. There is little evidence to show that exclusionary 
discipline is effective in achieving behavioural change. However, there is ample 
evidence that demonstrates the negative consequences of school exclusion (Hemphill, 
Broderick, & Heerde, 2017). The use of exclusionary discipline through suspension from 
the school program provides a short-term solution to removing problem behaviour; 
however, it can have much longer-term negative impacts on students. Research has 
demonstrated that the detrimental effects of suspending students from school include 
disengagement, drop-out, substance abuse, and the intensification of academic 
difficulties (Hemphill et al., 2010; Skiba, 2014). The removal of students from 
instructional settings results in students spending less time in class and receiving less 
instructional time. Loss of instructional time and disconnection from school exacerbate 
educational inequity and disadvantage and can lead to a cycle identified as key in 
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creating a “school to prison pipeline” (Christle, Jolivette, & Nelson, 2005, p. 69). 
Research from the US and Australia shows that, due to the frequent lack of adult 
supervision in the home during school suspension, the use of suspension correlates 
with an increase in antisocial behaviour and involvement with the criminal justice system 
(Hemphill, Toumbourou, Herrenkohl, McMorris, & Catalano, 2006). Discarding students 
who cannot behave in schools comes at a high cost both to those students and society.  
A Victorian study of 74 adolescents showed that most suspended students 
participated in benign leisure activities and for the large part did not have any adult 
supervision during the suspension period (Quin & Hemphill, 2014). The study found the 
use of suspension was of minimal benefit, did not assist in resolving the cause of the 
suspension and had negative consequences for the student. The study concluded that 
the use of suspension “removes the potential pro-social normative influences of school 
and provides an opportunity to establish antisocial peer networks. Suspended students 
appear to perceive a stigma upon their return to school, further diminishing an already 
tenuous school relationship” (p. 52). Suspensions were a consequence of problem 
behaviour; however, most students in this study reported feeling happy about being 
suspended from school. 
The NSW Ombudsman (2017) reported an overrepresentation of identified 
students with cognitive learning impairments, Aboriginal students and students with a 
child protection history in suspension data. Hemphill and colleagues (2010) examined 
rates of suspension in low socio-economic neighbourhoods in thirty communities across 
three Australian states. The study also showed that the most disadvantaged students 
are significantly overrepresented. Suspensions served to marginalise these students 
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further, accelerating disconnection and disengagement from school. The authors 
recommended schools reduce the use of exclusionary approaches, and adopt universal, 
inclusive strategies which are evidence-based and focus on restorative practices, peer 
mediation, and teaching skills in conflict resolution and problem solving. 
Despite the large body of evidence which demonstrates poor and sometimes 
counterproductive effects of exclusionary discipline, schools continue to use 
punishment, suspension and exclusion practices in an attempt to change student 
behaviour. 
Research-to-practice gap  
There is significant research establishing evidence-based classroom practices that 
support a high probability of success in promoting positive student behaviour and 
engagement (Office of Special Education Programs, 2015; Simonsen et al., 2008). 
Evidence-based classroom practices are practices identified and supported by 
systematic and rigorous formal research studies with sound research methodology. 
These studies provide empirical evidence of valued direct outcomes measures. They 
are supported by a minimum of three empirical studies, published in peer-refereed 
journals with the methods, analyses and conclusions approved by blind reviewers. In 
addition to this, the authors do not have a financial stake in the outcomes of the study 
(Scott et al., 2017; Simonsen et al., 2008).  
Research shows that most teachers do not value evidence-based practices, and 
generally, teachers have not taken up the use of these practices at an optimal level 
(Reinke, Herman, & Stormont, 2013). A large-scale study in the US showed an 
alarmingly low-level use of evidence-based practices by primary and middle school 
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teachers and even lower use by high school teachers. This study collected data about 
student and teacher behaviour from almost 7000 classroom observations. The 
classroom observations were conducted across a range of schools and classrooms 
between 2008 and 2015. The results of this study demonstrated consistently minimal 
teacher use of effective practices (Scott et al., 2017).  
Students who engage in challenging behaviours are often educated in 
classrooms with the least prepared teachers (Sutherland, Lewis-Palmer, Stichter, & 
Morgan, 2008; Sutherland & Oswald, 2005). For example, research conducted in South 
Australia found the youngest, least experienced age group of teachers reported the 
highest incidence of low-level disruptive classroom behaviours. Furthermore, these 
behaviours are often the trigger for school suspension (Sullivan, Johnson, & Lucas, 
2016). 
Both in Australia and the US, several studies and reports have highlighted 
concerns regarding both pre-service preparation and teacher professional learning in 
classroom management. Research shows that pre-service teachers receive limited to 
no training in evidence-based classroom management practices (Begeny & Martens, 
2006; Chesley & Jordan, 2012; Freeman, Simonsen, Briere, & MacSuga-Gage, 2014; 
Oliver & Reschly, 2010; O'Neill & Stephenson, 2011, 2014; Poznanski, Hart & Cramer, 
2018). A nationwide survey of 25 Australian tertiary institutions found that pre-service 
teacher courses do not give adequate preparation or access to evidence-based theory 
in classroom management. Students were generally offered a selection of models not 
backed up with evidence (O’Neill & Stephenson, 2012). An Australian report from the 
Grattan Institute, Engaging students: Creating classrooms that improve learning (Goss, 
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Sonnemann, & Griffiths, 2017), highlights that most classroom management training 
and resources are not evidence-based and that they are often based on opinion and 
assertion. The report calls for policy reforms to make evidence-based practices more 
accessible to schools and teachers. This report also recommends building teacher 
capacities in the use of evidence-based classroom practices through access to quality 
professional learning and ongoing opportunities for peer observation and feedback 
(Goss et al., 2017).  
In education, there is not seemingly high regard or attention given to the 
recommendations from the research community. It appears as though ideology and 
opinion rather than empirical evidence influence policy and funding responses. Overall, 
educators do not seem to adhere to the pedagogical science of their profession in the 
same way as other professions: “As professionals, physicians, engineers, architects, 
and pilots all subscribe to public truths in determining best practice. As a general rule, 
professionals in these and other similar fields do not ignore science in favour of their 
own idiosyncratic preferences” (Scott et al., 2017, p. 2). Scott and colleagues (2017) call 
for the teaching profession to use a scientific model to select and implement evidence-
based instructional practices. While there is no certainty about the effect of using these 
practices, they maximise the probability of improving academic and behaviour outcomes 
for students.  
Decades of research have provided a sound base for deciding what works in 
classroom management practices. The challenge is providing teachers with effective 
and practical professional learning and coaching to implement these practices with 
consistency, accuracy and fluency (Colvin, Flannery, Sugai, & Monegan, 2009). Against 
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this backdrop, this study endeavours to examine the efficacy of a within-school 
coaching model. This model was designed using research-based principles of effective 
teacher professional learning to provide high school teachers with training and coaching 
support to implement evidence-based classroom management and instructional 
practices. 
Significance of this Research Study 
This research is an exploratory study which seeks to investigate a practical way of 
supporting teachers using a within-school coaching model to increase their 
implementation of high-leverage evidence-based classroom management and 
instructional practice. This research adds to current research by examining school-level 
understandings and experiences. This research also seeks to examine the impact of 
evidence-based classroom management practices on building a more relational 
response based on care, trust and respect in classrooms to challenge the existing 
traditional control and management approaches used in schools.  
Despite decades of research and focus on evidence-based classroom 
management practices, there exists a gap in translating this research into practice 
(Scott et al., 2017). As Horner and Sugai (2018) point out, “we know more than we do” 
(p. 21). Pre-service and in-service teachers lack adequate training on evidence-based 
classroom management practices (Flower, McKenna, & Haring, 2017; Oliver & Reschly, 
2010). There is a need to further research school systems to support teachers to adopt 
and build fluency in the use of classroom management practices (Reinke, Stormont, 
Herman, & Newcomer, 2014; Scott et al., 2017). A number of classroom management 
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practices have been broadly identified as meeting criteria to be determined evidence-
based, particularly at the primary school level; however, there has been limited research 
conducted in high schools. The generalisability of these identified practices to high 
school contexts is relatively unknown. There are still many gaps in current research to 
identify evidence-base practices, optimum rates and variations, and further research in 
the high school context is required. 
Research on teachers’ use of evidence-based classroom management and 
instructional practices has been largely conducted in the US (Reinke et al., 2013; Scott, 
Alter, & Hirn, 2011; Scott et al., 2017). Research studies in Australia suggest many 
teachers still use coercive and reactive discipline practices (Roache & Lewis, 2011; 
Sullivan et al., 2014). This study is significant as it examines teachers’ use of evidence-
based classroom practices in the Australian context. Many schools in Australia are 
implementing schoolwide positive behaviour support (SWPBS); however this is largely 
based on research from the US. There is a need for more Australian research on 
classroom implementation of SWPBS practices.  
Over the last few decades, much has been written about teacher professional 
learning and school reform. This study is unique and significant as it seeks to 
investigate a within-school coaching model designed and implemented using research-
based principles to support high school teachers in the adoption and implementation of 
evidence-based classroom management practices. The literature shows that most 
evidence-based professional learning interventions studied are delivered through the 
provision of external expertise, most commonly university professors or postdoctoral 
students (Gage, Grasley-Boy, & MacSuga-Gage, 2018; Stormont, Reinke, Newcomer, 
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Marchese, & Lewis, 2015; Fallon, Collier-Meek, Maggin, Sanetti, & Johnson, 2015). 
There is limited research to show whether these studies can be generalised to school-
based implementers (Cavanaugh, 2013). To date there have been few studies 
examining within-school coaching of teachers in classroom management (Briere, 
Simonsen, Sugai, & Myers, 2015; Gilmour, Wehby, & McGuire, 2017; Hagermoser 
Sanetti, Chafouleas, Fallon, & Jaffrey, 2014; Hagermoser Sanetti, Fallon, & Collier-
Meek, 2013; Thompson, Marchant, Anderson, Prater, & Gibb, 2012). There is a need to 
further research the use of within-school coaches to support teacher implementation of 
evidence-based classroom management and instructional practices (Briere et al., 2015; 
Gage, Grasley-Boy, & MacSuga-Gage, 2018; Stormont et al., 2015). 
Clarke, Zakszeski and Kern (2018) make two critical recommendations. Firstly, 
that research should be conducted in the context where behaviour challenges occur, 
and secondly, support should be provided by people typical to those contexts. External 
coaches may not have a contextual understanding of the needs of schools and staff 
they are working with. In addition to this, for education systems with many school sites 
and a large workforce, the provision of external coaching can be a resource-intensive 
practice, beyond reach of many in terms of funding and resourcing (Stormont et al., 
2015). 
In times of economic constraints, increased accountability and workload, schools 
need efficient systems and tools to build teacher capabilities. There is a need to explore 
practical and efficient ways to support classroom teachers to engage with research and 
be provided with opportunities to learn from each other in meaningful ways. Developing 
a within-school coaching model would be a feasible, efficient and contextually relevant 
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way to provide support for staff in the use of evidence-based classroom practices 
(Briere et al., 2015; Gage, Grasley-Boy, & MacSuga-Gage, 2018; Stormont et al., 
2015). Using a within-school coaching model ensures contextual fit, builds capability 
and allows for ongoing job-embedded professional learning. Teacher professional 
learning is one of the most critical aspects of any educational reform. The provision of 
evidence-based, effective, targeted and relevant professional learning opportunities to a 
large workforce across numerous sites is a challenge for school education systems. The 
within-school coaching model in this study would also be useful for remote and regional 
schools that generally have less experienced teachers and limited access to outside 
expertise. Targeting the classroom system as the unit for analysis rather than focusing 
on individual students is more likely to improve outcomes on a broader scale for all 
students and is more cost and resource effective, leading to schoolwide capacity 
(Reinke, Lewis-Palmer, & Merrell, 2008). 
This study also utilises a classroom observation instrument, designed specifically 
to: (1) guide focused teacher classroom peer-coaching observations; (2) provide 
immediate performance feedback on observable evidence-based practices; and (3) link 
these practices to student behaviour and engagement. There are many tools designed 
to provide performance feedback in the area of classroom management; however, 
these tools have been primarily developed for use by external researchers or 
consultants (Hafen, Hamre, Allen, Bell, Gitomer, & Pianta, 2015; Oliver, Lambert, & 
Mason, 2017; Pas, Cash, O’Brennan, Debnam, & Bradshaw, 2015). There is a need for 
further research on direct classroom observation tools designed for use by school-
based practitioners both to provide teachers with immediate performance feedback, and 
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to guide focused peer coaching demonstrations of practices (Reinke, Stormont, 
Herman, Wachsmuth, & Newcomer, 2015).  
Research Aims and Questions 
As outlined above, the purpose of this study is to examine the effects of a within-school 
coaching model designed to support high school teachers in the adoption and 
implementation of evidence-based classroom management practices.  
The following research aims and questions are addressed in this study. 
Research Question 1 is the primary research question and guided the research design. 
Research questions 2 through to 5 are supplemental and were answered descriptively. 
 
Research Aim 1: To examine the impact and social validity of a within-school coaching 
model on high school teachers’ use of behavioural feedback and OTRs. 
 
Research Question 1: Is there a functional relationship between a within-school 
coaching model and high school teachers’ use of behavioural feedback and 
OTRs? 
Research Question 2: Do participants consider the within-school coaching model 
to be socially valid? 
 





Research Question 3: Is there evidence of a functional relationship between 
change in teacher behaviour and student behaviour? 
 
Research Aim 3: To examine the efficacy and effects of a of a within-school coaching 
model. 
 
Research Question 4: Can school-based teachers facilitate a within-school 
coaching model with fidelity? 
 
Research Aim 4: To examine the current rates of classroom management practices at 
the high school level. 
 
Research Question 5: What are the observed natural rates of teachers’ use of 
behavioural feedback, OTRs and other classroom practices during instruction at 
the high school level?  
 
This study sought to answer the research questions by investigating the efficacy of a 
within-school coaching intervention on four high school teachers’ implementation of 
evidence-based classroom management practices. The within-school coaching model 
was designed and implemented using research-based principles of teacher professional 
learning and coaching models (Joyce, & Calhoun, 2018; Joyce and Showers, 2002; 
Knight, 2019). Within this model, two experienced senior school staff were selected and 
trained to facilitate the coaching intervention with four classroom teachers new to the 
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school. The coaching model included a structured teacher consultation meeting, goal 
setting, peer coaching observations and performance feedback from direct classroom 
observations. A single-subject multiple-baseline design staggered across the four 
teacher participants was selected as the research design. The selection of this design 
was to ensure experimental control in order to establish a functional relationship 
between the independent and dependent variables. Data collected from direct 
classroom observations and a social validity survey completed by teacher participants 
were used to investigate the research questions.  
Chapter 1 Summary 
The reports and initiatives outlined in this chapter demonstrate that there is an ongoing 
commitment to increasing student engagement and improving educational outcomes for 
all students in Western Australian public schools. However, student disengagement and 
drop-out from high school continue to be a significant concern both in Australia and the 
US. Keeping students engaged in high school is increasingly important in a modern 
society in which education is necessary for employment.  
Research evidence shows that there are enduring traditional, reactive 
approaches to student behaviour in schools. Traditional policies and practices related to 
student disengagement locate the problem within the individual student, rather than the 
context of the classroom. Exclusionary discipline practices are commonly used in high 
school settings as a consequence of problematic behaviour. Research has shown 
detrimental effects, removing the protective factor offered by the school and exposing 
young people to negative influence. 
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The challenge facing schools and education systems is how to move beyond the 
enduring reactive and control practices and beliefs about student disengagement and 
behaviour. Schools and education systems recognise relationships and connectedness 
as vital for student engagement. However, educators continue to default to coercive, 
punitive and exclusionary practices. Research has shown that teachers’ implementation 
of evidence-based classroom management and instructional practices improves 
outcomes for disadvantaged students (Desimone & Long, 2010). It is critical for schools 
and school systems to identify evidence-based practices and investigate how they can 
best support teachers to implement these practices.  
Despite reports calling for increased pre-service and in-service professional 
learning on evidence-based classroom management practices, research has shown that 
this has not consistently occurred. The challenge for schools in bridging the gap from 
research to practice is twofold: firstly, convincing teachers of the merit of adopting 
evidence-based practices and secondly, providing the evidence-based professional 
learning support required for teacher uptake of the practices. 
Thesis Structure 
This thesis comprises four further chapters. Chapter 2 provides a review of the 
literature, which identifies and examines critical elements relevant to the study in the 
areas of (1) schoolwide positive behaviour support (SWPBS), (2) evidence-based, high-
leverage classroom management practices, and (3) teacher professional learning. This 
chapter provides an overview of the origins and features of SWPBS. SWPBS emanates 
from applied behaviour analysis and has evolved as a positive, proactive and 
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preventative framework for improving school culture. SWPBS is a scientific and 
educative approach which aims to redesign the school environment to support student 
success. This chapter also introduces high-leverage evidence-based instructional and 
classroom management practices as a critical feature of SWPBS.  
Based on research, these empirically supported practices include: explicit 
instruction in classroom behaviour expectations and routines (Alter & Haydon, 2017); 
actively supervising student behaviour (De Pry & Sugai, 2002); teachers’ use of 
precorrections to prompt expected behaviour (Faul, Stepensky, & Simonsen 2012); 
teachers’ high rates of presenting opportunities for students to respond (MacSuga-Gage 
& Simonsen, 2015); providing high rates of specific positive behavioural feedback 
(Floress, Beschta, Meyer, & Reinke, 2017); and providing a high ratio of positive to 
corrective feedback (Caldarella et al., 2020; Cook et al., 2017). 
While evidence suggests that teachers’ use of these practices increases student 
engagement, evidence as outlined in Chapter 1 has shown that teachers generally do 
not use these practices at optimal levels (Reinke et al., 2013). Research has shown that 
teachers receive limited pre-service and in-service support in classroom management. 
There is a need to identify effective and efficient professional learning models to support 
schools and teachers in the implementation of evidence-based practices. The final 
section of Chapter 2 examines the literature around teacher professional learning with a 
particular focus on coaching and performance feedback. Access to high-quality, 
evidence-based professional development is essential to ensuring that teachers acquire 
the knowledge and skills necessary to positively impact student learning. Joyce and 
Showers (2002) identified four essential components required within a model of 
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professional learning. Peer coaching was identified as one of the components and as a 
crucial factor in the transfer of knowledge and skills from professional learning into 
accurate and sustained long-term classroom implementation.  
Chapter 2 also examines instructional coaching as a promising model aligned 
with identified research-based concepts of effective professional learning (Desimone & 
Pak, 2017). As with the Joyce and Showers model, instructional coaching is a 
collaborative approach involving a partnership between two professional peers and 
reflects principles of active learning approaches such as modelling, practice and 
feedback to enhance teachers’ skill development (Dudek, Reddy, Lekwa, Hua, & 
Fabiano, 2019). The final section of this chapter examines the research on within-school 
coaching models. 
Chapter 3 describes the research setting, participants, research design and 
methodology utilised in the study. This chapter describes the single-subject multiple-
baseline design and details of the procedures followed in the study. Data gathering 
protocols and the instrumentation tool are also described. Chapter 3 also provides a 
detailed description of the within-school coaching intervention utilised in this study, 
developed from a combination of Joyce and Showers’ peer coaching model and 
Knight’s instructional coaching model. The final section of this chapter describes the 
approach to the data analysis and discusses internal and external threats to validity. 
Chapter 4 describes the results of this study. Teacher participants’ classroom 
observation data was graphed for visual inspection and analysis. The consistency of 
level, trend and variability within each phase, the immediacy of the effect, overlap, and 
consistency of data patterns across similar phases were examined to answer the 
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research questions (Kratochwill et al., 2013). Means and ranges within conditions were 
also calculated to represent trend and variability and support visual analysis findings. 
This chapter also provides an outline of the social validity survey results, the reliability 
results of interobserver agreement (IOA) and procedural fidelity.  
Chapter 5 presents a discussion of the main findings of the study that: (1) natural 
teacher rates of precorrections and specific behavioural feedback were low; (2) the 
within-school coaching model was an effective intervention to increase high school 
teachers’ use of evidence-based practices; (3) participants found the within-school 
coaching intervention to be feasible, acceptable and effective; and (4) within-school 
coaches provided with designated time and effective tools and processes can deliver 
coaching supports to facilitate teacher acquisition of evidence-based classroom 
management and instructional skills. Chapter 5 also discusses limitations of the study to 
be considered when examining the findings, This chapter also outlines implications of 





Chapter 2: Review of Related Literature 
 
This chapter presents a review of the literature relevant to the study. The review of the 
literature resulted in the identification of key elements in the areas of: (1) schoolwide 
positive behaviour support; (2) evidence-based, high-leverage classroom management 
practices; and (3) teacher professional learning, including coaching and performance 
feedback. The review begins with an examination of positive behaviour support, 
specifically exploring schoolwide positive behaviour support as it is the framework which 
underpins the classroom practices examined in this study. The review then explores the 
key classroom management and instructional practices identified as evidence-based 
practices within the schoolwide positive behaviour support framework. Lastly, the review 
addresses the research literature related to teacher professional learning, particularly 
coaching and teacher performance feedback. This section provides background on the 
research literature and core elements underpinning effective professional learning and 
how these have informed the design and implementation of the within-school coaching 
model examined in this study. 
Positive Behaviour Support 
Positive behaviour support (PBS) emanates from decades of research and collaboration 
in the US and has gained significant momentum worldwide. Horner and colleagues 
developed the term positive behaviour support (PBS) in the 1990s. The term positive 
behavioural interventions and supports was first referenced by the US Department of 
Education in 1996 (Sugai & Horner, 2020). PBS was used to describe the movement 
away from aversive behaviour management practices to a more positive approach to 
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supporting individual behaviour needs through environmental redesign and the teaching 
of social behaviour skills (Dunlap, Kincaid, Horner, Knoster, & Bradshaw, 2014). Rather 
than a specific program or curriculum it has been defined as a “multitiered framework for 
organizing and achieving capacity to implement effective academic and behavioral 
practices” (Sugai & Horner, 2020, p. 121). 
PBS emphasises the adoption of “scientifically validated practices” that can be 
implemented by typical personnel in typical contexts (Horner & Sugai, 2018, p. 19). As 
such, practices are expected to be backed up by rigorous research that demonstrates 
their effectiveness in achieving outcomes. A key focus of PBS is a commitment to equity 
and social justice through the provision of evidence-based supports to assist all 
students to achieve equitable outcomes. This aligns with the concept of a socially just 
school where a redesign of the ‘host’ environment is called for, rather than attributing 
blame to ‘student deficit’ (Horner & Sugai, 2018). Dunlap and colleagues (2009) 
describe PBS as a distinctive approach for two reasons. Firstly, PBS aims to assist 
individuals to lead quality lives by reducing barriers caused by problem behaviour. 
Secondly, the basis of PBS is an understanding of human behavioural science. In PBS 
data is used to ensure interventions are evidence-based, effective and “guided by the 
values, perspectives, and preferences of those receiving support and embedded in the 
organizational systems needed to make support comprehensive, durable, and effective” 
(Dunlap, Sailor, Horner, & Sugai, 2009, p. 4).  
Schoolwide positive behaviour support framework 
In the 1990s, PBS linked to research being carried out in schools was referred to as 
effective behaviour support (Lewis & Sugai, 1999). This is now generally referred to as 
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schoolwide positive behaviour support (SWPBS) or positive behavioural interventions 
and supports. For the purpose of this study the term schoolwide positive behaviour 
support (SWPBS) is used. SWPBS incorporates the essential features and logic of PBS 
and advocates for the systematic implementation of evidence-based practices. SWPBS 
also emphasises developing schoolwide systems of multi-tiered support facilitated 
through team-based implementation.  
SWPBS is based on behavioural, social learning and organisational behavioural 
principles, which place emphasis on redesigning the school and classroom environment 
to positively affect student behaviour (Horner & Sugai, 2015. The underlying theory of 
SWPBS posits that behaviour is learned and can be altered through environmental 
modifications (Dunlap et al., 2009).  Explicit teaching of social skills and data-based 
decision making has been instrumental in the move from individualised support to 
system-wide prevention strategies (Sugai & Simonson, 2012). Funding from the US 
Department of Education’s Office of Special Education Programs in 1997 enabled the 
establishment of a National Technical Assistance Centre. According to the centre 
website, over 26,000 schools in the US are now implementing SWPBS (National 
Technical Assistance Center on PBIS, 2020). Schools and education systems across 
Australia are currently implementing the SWPBS framework, with education 
departments in the Australian Capital Territory, New South Wales, Victoria and Western 
Australia endorsing this approach to whole-school behaviour support (Australian Capital 
Territory Education Directorate, 2020; NSW Department of Education, 2020; 
Queensland Department of Education, 2020; Victoria Department of Education and 
Training, 2020; Department of Education, 2020). 
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SWPBS is described as an organisational change framework with the emphasis 
on establishing systems that support both staff and students through the implementation 
of evidence-based behavioural interventions across a continuum. The systems 
approach of SWPBS draws on research in the emerging area of implementation 
science, which can be defined as the scientific study of the systematic adoption and 
transfer of evidence-based practices and interventions into real-world settings and 
mainstream use to achieve productive outcomes (Durlak & DuPre, 2008). A literature 
review by Durlak and DuPre (2008) demonstrated that practices or interventions 
implemented with fidelity (as intended by the developers) achieve greater outcomes and 
enable interventions to be 3 to 12 times more effective.  
SWPBS utilises a positive, proactive, preventative and educative approach: 
increasing and strengthening behaviours through teaching and reinforcement and 
anticipating where errors may occur rather than waiting and reacting when things go 
wrong. An individual’s behaviour is understood and modified primarily through attention 
to environmental or external interventions. In the case of SWPBS these environmental 
modifications are defining, posting, teaching, reviewing, monitoring and reinforcing 
explicit behaviour expectations; providing high rates of opportunities to respond; and 
using behaviour-specific positive and corrective feedback. The acquisition of social 
behaviour skills is viewed no differently to learning academic skills. SWPBS focuses on 
the development of a host environment where behaviour errors are understood and 
supported in the same way as educational errors. Although SWPBS stems primarily 
from applied behaviour analysis, after decades of research investigating ‘what works’ it 
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has broadened and it now incorporates conceptual viewpoints from a wide variety of 
methodological practices and theoretical perspectives (Dunlap et al., 2008). 
Within the SWPBS framework, schools organise evidence-based practices and 
interventions along a three-tiered continuum of support, based on a community health 
prevention model. Tier One or universal support focuses on preventative and proactive 
approaches to promote the growth of social and emotional behaviour skills of all 
students. Universal supports for all students are provided, defining, teaching and 
reinforcing school-determined expected behaviours. Tier One also incorporates a 
continuum of educational responses for responding to behaviour errors (Putnam & 
Knoster, 2016). 
Core practices of SWPBS Tier One include: a) a set of schoolwide positive 
expectations and behaviours defined and taught to all students; b) a continuum of 
procedures for encouraging the expected schoolwide behaviours; c) a continuum of 
procedures for discouraging inappropriate behaviours; and d) procedures for building 
school–family partnerships (Oliver, Lambert, & Mason, 2019). School SWPBS 
leadership teams are trained in these core features and lead the implementation 
process within the school. The leadership team members are representative of the 
school community and often include students, family and community members. SWPBS 
emphasises a problem-solving framework incorporating four components: outcomes, 
data, practice and systems. Within this framework, schools use data to select 
contextually and culturally relevant outcomes, select and implement evidence-based 
practices and monitor student outcome data and implementation fidelity data (Sugai & 
Simonson, 2012). Research and attention focus on ‘what works’ both in evidence-based 
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practices and how to implement SWPBS with fidelity at the individual, school and 
system level.  
A strong body of research exists which demonstrates valued outcomes from 
SWPBS implementation. These outcomes include improvement in school climate 
(Bradshaw et al., 2008, 2009), significant reductions in student suspensions (Gage, 
Grasley-Boy, Peshak George, Childs, & Kincaid, 2019; Gage, Lee, Grasley-Boy & 
Peshak George, 2018; Pas, Ryoo, Musci, & Bradshaw, 2019) and office discipline 
referrals (Bradshaw, Mitchell, & Leaf, 2010), improved social outcomes and academic 
outcomes (Madigan, Cross, Smolkowski, & Strycker, 2016; Simonsen et al., 2012), 
improvements in student behavioural outcomes (Gage, Whitford, & Katsiyannis, 2018), 
and increased classroom instructional time (Luiselli, Putnam, Handler, & Feinberg, 
2005). A systematic review and meta-analysis by Lee and Gage (2020) identified 29 
studies that included over 8,700 schools. Based on the results of the meta-analysis, 
they reported that SWPBS has a statistically significant and meaningful effect size on 
academic and behaviour outcomes. They also found that the studies demonstrated a 
statistically significant and positive effect on organisational health.  
While the majority of this research has taken place in elementary and middle 
schools in the US, there is also emerging and promising research in the high school 
context. High schools implementing SWPBS with fidelity have demonstrated improved 
outcomes in behaviour and attendance (Freeman et al., 2016). A recent quasi-
experimental study of the effectiveness of a state-wide scale-up of SWPBS conducted 
over a six-year period demonstrated lower suspensions and truancy rates and higher 
reading and maths proficiency in high schools implementing SWPBS (Pas et al., 2019).  
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Impact of SWPBS on students at risk and students with EBD 
Studies demonstrate emerging empirical evidence on the positive effect of SWPBS on 
students with, and at risk of, EBD (Lewis, McIntosh, Simonsen, Mitchell, & Hatton, 
2017). These studies have been conducted in a variety of settings including elementary 
schools (Cheney, Flower, & Templeton, 2008) and high schools (Ness, Sohlberg, & 
Albin, 2011). 
SWPBS provides an alternate stance to the ‘student deficit’ viewpoint and 
provides schools and school systems with a practical framework for rethinking how to 
support all students to achieve social, emotional and behaviour outcomes. SWPBS is 
one of the few promising ways forward in reforming schools and how they approach 
student disengagement.  
Evidence Based High Leverage Classroom Management Practices 
A critical feature of SWPBS Tier One or universal interventions is the implementation of 
effective instructional and classroom management practices. In schools implementing 
SWPBS, classroom teachers are required to establish classroom expectations, 
procedures and routines consistent with the schoolwide expectations. Generally, 
classroom teachers do not receive training on these classroom management practices 
as part of the SWPBS implementation process. Professional learning on SWPBS for 
classroom teachers is guided by the SWPBS leadership team and varies between 
schools (Oliver, Lambert, & Mason, 2019). Research suggests that there is some 
discrepancy in schools implementing SWPBS between whole-school and classroom 
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practices, and that teachers are not using high rates of classroom management 
practices (Reinke et al., 2013). 
A study which surveyed respondents from 261 schools across the US found that 
teachers’ implementation of classroom practices was a key predictor of sustained 
SWPBS implementation and improved student behaviour outcomes (Mathews, 
McIntosh, Frank, & May, 2014). Students spend the majority of their time at school in 
classrooms and classroom teachers are the core implementers of SWPBS. The extent 
to which teachers incorporate SWPBS practices into classroom environments is critical. 
In particular, this study found that defining, teaching and acknowledging expected 
student behaviours and matching instruction and curriculum to student needs were 
statistically significant predictors of sustained implementation.  
Evidence suggests that teachers’ use of specific classroom management 
practices can increase the likelihood of student engagement and positive behaviour 
(Oliver et al., 2011). Classroom management is an area of concern for many teachers. 
Research indicates that teachers receive insufficient pre-service training in classroom 
management (Freeman et al., 2014; Oliver & Reschly, 2010). Many teachers consider it 
to be the most challenging aspect of their work (Reinke, Stormont, Herman, Puri, & 
Goel, 2011). Classroom management is also a critical contributing factor cited by 
teachers who leave the profession within their first five years (Ingersoll & Smith, 2003; 
Smith & Ingersoll, 2004).  
Several systematic reviews of the literature have identified classroom 
management practices with sufficient research to support evidence of their 
effectiveness. Lewis, Hudson, Richter and Johnson (2004) identified behaviour-specific 
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praise, teacher instruction with high rates of opportunities to respond, clear instructional 
strategies, social skills instruction, function-based behaviour supports and positive 
behaviour support as evidence-based practices that are critical for supporting students 
with, or at risk of, emotional and/or behavioural disorders (EBD). Simonsen and 
colleagues (2008) identified a set of 20 general practices considered to have met 
criteria as evidence-based practices. These practices were classified into five domains 
of effective classroom management: (a) maximise structure; (b) post, teach, review, 
monitor and reinforce expected behaviour; (c) actively engage students; (d) use a 
continuum of strategies to acknowledge appropriate behaviour; and (e) use a continuum 
of strategies to respond to inappropriate behaviour.  
More recently, McLeskey, Maheady, Billingsley, Brownell and Lewis (2018) 
recommended a set of high-leverage practices to support students with EBDs in the 
classroom. Based on research, these practices include explicit strategies for building 
and enhancing positive teacher–student relationships; establishing clear classroom 
behaviour expectations, procedures and routines; providing high rates of specific 
feedback and opportunities to respond; social skills instruction; and functional behaviour 
assessments for individualised behaviour support plans. These practices are based on 
the premise that it is more effective to prevent the occurrence of misbehaviour by using 
strategies which are preventative, set students up for successful outcomes and create a 
momentum for continued positive behaviour (Haydon, Hunter, & Scott, 2019). 
Classroom expectations 
Establishing a small number of classroom expectations or rules is a fundamental 
component of SWPBS. Within the context of SWPBS, this could mean the development 
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of three to five positively stated classroom expectations which are developmentally 
appropriate, specific, observable and aligned with the schoolwide expectations (Reinke 
et al., 2013, Simonsen et al., 2008) (e.g., Be respectful, Be safe, Be responsible). In 
addition to the development of expectations, the development of clearly stated 
classroom rules is recommended as a preventative approach to classroom 
management. A literature review conducted by Alter and Haydon (2017) identified 
seven key features of effective classroom rules: (a) a small number of rules; (b) 
developed collaboratively with students; (c) positively stated; (d) specific; (e) posted 
publicly to serve as a visual prompt for teachers and students; (f) taught to students; 
and (g) tied to positive and negative consequences (e.g., raise your hand to gain 
teacher attention). This study also identified the teaching of rules as a key strategy used 
by teachers who were effective classroom managers.  
Active supervision 
Active supervision is a proactive, preventative and low-intensity antecedent-based 
strategy used by teachers to: (1) prompt and reinforce expected behaviour; and (2) 
correct and redirect student behaviour errors. Active supervision is defined by De Pry 
and Sugai (2002) as purposeful teacher interactions with students to create frequent 
and positive opportunities for teaching and encouraging expected behaviours. They 
describe active supervision as a four-step process which includes: (a) the use of 
teacher movement and proximity to prompt expected student behaviours; (b) scanning 
to monitor student behaviour; (c) frequent interactions with students to correct and 
encourage expected behaviour; and (d) providing frequent positive feedback. Simonsen 
et al. (2008) highlight active supervision as a critical component in classroom 
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management which assists teachers to monitor classroom expectations through 
reinforcement and correction. A recent study by Haydon and Kroeger (2016) 
demonstrated that the use of active supervision as part of a teacher intervention 
package reduced problem behaviour and transition time in a high school setting. 
In a recent evidence-based review and meta-analysis of empirical research on 
the effects of active supervision in schools by Gage et al. (2020), 12 research studies 
were identified. This study found that the empirical research on the effects of active 
supervision is limited and more rigorous research is required to determine whether 
active supervision can be recommended as an evidence-based practice. However the 
authors recommend active supervision as “an important foundational practice and, 
through future research, will demonstrate positive effects and meet evidence standards” 
(Gage et al., 2020, p. 11). 
In another recent systematic evidence review and meta-analysis of the literature, 
using the Council for Exceptional Children’s Standards for Evidence-Based Practices in 
Special Education, active supervision was determined to be a potentially evidence-
based practice (Allen et al., 2020). This review identified seven single-case design 
studies and found that, when applied with interventions such as reinforcement and 
precorrection, active supervision may be an evidence-based practice which positively 
affects student behaviours. They concluded that “Active supervision is an efficient, low-
intensity strategy that shows promise for reducing problem behavior and promoting 




A precorrection can be defined as a preventative intervention which provides cues or 
prompts to remind students of the expected behaviour (Lewis, Colvin, & Sugai, 2000). 
Precorrections are framed positively, occur prior to anticipated problem behaviour and 
can include encouragement, behaviour rehearsal, modelling and verbal prompts (Faul 
et al., 2012; Haydon, DeGreg, Maheady, & Hunter, 2012). For a teacher-delivered cue 
to serve as a precorrection for expected social behaviour, it must be presented prior to 
the expected behaviour, and it must specify the desired social behaviour. Studies have 
demonstrated that the use of precorrections combined with active supervision 
significantly decreases problem behaviour (Colvin, Sugai, Good, & Lee, 1997; Lewis et 
al., 2000; Haydon et al., 2012; Haydon & Kroeger, 2016). In a study involving 400 
students, Haydon and Scott (2008) used active supervision and precorrections to 
decrease office discipline referrals from 77 to 12 in the first and subsequent year of 
implementation. In a study of a middle school classroom, the use of precorrections and 
active supervision decreased transition time and frequency of teacher redirection 
statements (Haydon et al., 2012). A recent review of the literature deemed 
precorrections to be a low-intensity, effective evidence-based strategy effective across 
K–12 in both general and special education classrooms (Ennis, Royer, Lane, & Griffith, 
2017). 
Teacher feedback 
Teacher feedback is a critical factor in the acquisition of skills and a fundamental and 
essential component of instruction (Hattie & Timperley, 2007). Teacher feedback has 
been the subject of educational research for many decades and acknowledged as one 
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of the easiest and most effective classroom management strategies (Gable, Hester, 
Rock, & Hughes, 2009). Teachers’ use of positive feedback has been identified as a key 
strategy for establishing positive learning environments and building positive teacher–
student relationships (Stormont, Smith, & Lewis, 2007). Teacher feedback is a simple, 
immediate and non-intrusive strategy that can be used regularly and immediately by all 
teachers across all year levels. Research by Hattie (2009) has shown positive feedback 
to be the single most effective strategy available to teachers.  
Despite the long history and ongoing research focus, a universal definition of 
teacher feedback has not yet been identified, which makes it difficult to compare the 
research across studies. Many terms are utilised by researchers to describe different 
variations of teacher feedback. The terms praise, reprimands and negative feedback 
are all commonly used. For the purpose of this research the term feedback will be used 
and further categorised as specific, non-specific, positive and corrective feedback. The 
use of this terminology focuses on defining and describing teacher statements as a 
response to student behaviour. Teacher feedback is simply described as a teacher 
response statement to inform and guide students on whether a response or behaviour is 
correct or incorrect (Scott et al., 2017). Teacher feedback is one of the most well 
researched, effective, free and readily available practices to teachers. Studies have 
shown teachers’ use of effective feedback can lead to improved academic and 
behaviour outcomes and decrease disruptive behaviours (Reinke et al., 2008). There is 
strong empirical evidence that feedback is a powerful strategy for increasing student 
success in both academic and behaviour outcomes (Scott et al., 2017). However 
research has demonstrated that teachers’ rate of use of feedback as a strategy is very 
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low (Scott et al., 2017) and even more so for students with or at risk of EBD (Scott, 
Gage, Hirn, & Hahn, 2019).  
A systematic review of the literature by Jenkins, Floress and Reinke (2015) 
showed that, despite more than four decades of research, there are still significant gaps 
in the literature on teacher feedback. The characteristics of feedback, differing impact of 
types and rates, impact on individual and whole-class behaviour, and in general 
education versus special education classrooms are yet to be determined (Floress et al., 
2017; Jenkins et al., 2015). Teacher feedback as a response to student behaviour 
errors can be categorised as positive or corrective and non-specific or specific (see 
Figure 1).  
 
 
Figure 1: Types of Teacher Behavioural Feedback 
 
 














Behavioural feedback provided by teachers to guide students on whether their 
behaviour is correct or incorrect can be categorised as either positive or corrective, 
dependent on whether a student response is the expected behaviour or a behaviour 
error. Behavioural feedback can also be further categorised as non-specific or specific. 
Non-specific behavioural feedback is a general response and does not explicitly state 
the expected behaviour. Specific behavioural feedback includes a statement which 
explicitly describes the expected behaviour. Simonsen et al. (2008) concluded that 
feedback may be most effective and lead to positive academic and behavioural 
outcomes when it is specific. The use of specific feedback enables students to pinpoint 
which behaviours evoke teacher positive feedback and attention, so they are more likely 
to repeat those behaviours (Floress, Jenkins, Reinke, & McKown, 2018). Research has 
shown that teachers’ natural rates of specific feedback are much lower than rates of 
non-specific or general feedback (Floress & Jenkins, 2015; Reinke, Lewis-Palmer, & 
Martin 2007; Reinke et al., 2008). A study by Burnett and Mandel (2010) showed a low 
rate of teacher use of specific feedback at 1.75 per hour compared to 29 non-specific 
feedback statements per hour. 
Specific positive feedback 
Specific positive feedback (SPF) is provided in response to a correct or expected 
behaviour and includes a description of the behaviour (e.g., “Thank you for waiting 
quietly in line”). The purpose of SPF is to reinforce expected or desirable behaviour to 
increase the likelihood of the behaviour being repeated and to assist students to acquire 
and master skills (Scott et al., 2017). Feedback statements which contain specific task-
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related information are considered to be more effective than general praise (Hattie & 
Timperley, 2007; Stormont et al., 2007). 
SWPBS supports the use of teacher SPF as a low-intensity, effective, readily 
available and non-intrusive strategy across all year levels to promote and reinforce 
positive behaviour. Based on the Council for Exceptional Children guidelines, Royer, 
Lane, Dunlap and Ennis (2019) suggest SPF meets criteria to be considered a 
potentially evidence-based practice and is an effective strategy for increasing academic 
and social behaviours while decreasing problem behaviours. Studies have 
demonstrated increasing teacher use of SPF is associated with a decrease in student 
disruptions and increased task engagement (Reinke et al., 2007, 2008; Sutherland et 
al., 2008; Sutherland, Wehby, & Copeland, 2000) and can lead to improved academic 
and behaviour outcomes (Reinke et al., 2008; Trussell, Lewis, & Raynor, 2016).  
Research has shown that, in general, rates of SPF provided to students are low 
(Floress et al., 2018; Reinke et al., 2008; Sutherland, Wehby, & Yoder, 2002), even 
within schools that are implementing SWPBS (Reinke et al., 2013), and particularly with 
secondary school teachers (Scott et al., 2017). Observed rates of SPF for behaviour in 
high schools in several studies ranged from 0.03 to 0.24 positive statements per minute 
(Hirn & Scott, 2014; McKenna, Muething, Flower, Bryant, & Bryant, 2015; Pas et al., 
2015; Scott et al., 2017). Empirical evidence suggests that, for optimal effect, individual 
or group specific positive feedback should range from 6 to 10 statements in a 15-minute 
period (Sutherland et al., 2002).  
Teachers’ use of specific feedback has been demonstrated through research to 
improve student academic and social behaviours; however, it is generally not used 
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effectively or at optimum rates by teachers (Sutherland et al., 2000). Previous studies 
have demonstrated that teachers’ rates of positive specific behavioural feedback are 
naturally low and teachers require specific training to increase their use (Floress & 
Jenkins, 2015; Jenkins et al., 2015; Floress et al., 2018).  
Specific corrective feedback 
Traditional responses to behaviour errors are often presented as a reprimand or 
aversive consequence with the intention being to decrease or discontinue the 
behaviour. This type of response is often referred to as a stop command and delivered 
through a “no, stop, don’t” statement (Scott et al., 2017). This teacher response may 
serve to increase student behaviour errors and classroom disruptions (Van Acker, 
Grant, & Henry, 1996). SWPBS promotes an educative approach to addressing 
behaviour errors and recommends that teachers respond to low-level behaviour errors 
in the same way they would respond to academic errors, through specific corrective 
feedback (Simonsen & Myers, 2014. Specific corrective feedback (SCF) is a teacher 
response to a student to indicate a behavioural error and also provide further instruction 
or redirection on what to do instead. SCF is a necessary component of the learning 
process as students need to know when they have made an error and be re-directed to 
the expected behaviour (Simonsen et al., 2008). Research suggests that effective 
corrective feedback should be immediate, direct, brief and specific (Simonsen et al., 
2008), delivered quietly and privately (Infantino & Little, 2005), and combined with high 
rates of SPF. 
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Specific behavioural feedback 
Teachers’ use of total specific behavioural feedback, both corrective and positive, was 
selected as one of the dependent variables examined in this study. It has been 
suggested that specific feedback is of higher quality (Brophy, 1983) than general 
feedback; however, this has not been established through empirical evidence. Specific 
feedback could potentially be viewed as more useful to a student than general feedback 
as it communicates clear teacher expectations to students. Jenkins et al. (2015) 
suggest teachers’ use of behaviour-specific feedback makes it easier for students to 
discriminate between behaviours and therefore display expected behaviours in the 
future.  
Positive to corrective interactions 
Students benefit when teachers provide specific feedback to promote and reinforce 
expected behaviours and correct behaviour errors (Hattie & Timperley, 2007). 
Classroom observation research suggests a higher ratio of positive to corrective 
behaviour feedback improves classroom behaviour (Pas et al., 2015). However, 
research has also demonstrated that teacher attention is more often given to problem 
behaviour, with teacher corrective statements occurring at a much higher rate than 
teacher approval statements (Reinke et al., 2013; Shores & Jack et al., 1993; 
Sutherland, 2000). Interactions between teachers and students are bidirectional, that is, 
the way a teacher negatively or positively interacts with students impacts the students’ 
response. Research has shown teacher interactions to be an essential factor associated 
with school engagement and behaviour (Quin, 2017). A study on brief classroom 
observations gathering information on teacher–student interactions at the beginning of 
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the school year found students who received higher rates of positive feedback 
demonstrated a significant increase in prosocial behaviour at the end of the year 
whereas students who received higher rates of negative feedback were seen to 
demonstrate increased disruptive behaviours (Reinke, Herman, & Newcomer, 2016).  
A study by Cook and colleagues (2017) found that increasing teacher ratios of 
positive-to-corrective student interactions to 5:1 resulted in significant reductions in 
student disruptive behaviour and an average 22 per cent increase in academic engaged 
time. A recent study by Caldarella and colleagues (2020) which measured teachers’ 
praise statements and reprimands using a frequency count concurrently during 
classroom observations did not identify a point (e.g. 3:1 or 4:1) where behaviour 
improved; however, increasing the ratio of positive-to-corrective student interactions 
demonstrated a linear improvement in students’ on-task behaviour. A study by Reinke 
and colleagues (2016) utilised a 5-minute observational tool to measure student–
teacher interactions. This study showed that higher rates of negative teacher attention 
predicted later increases in student behaviour problems, while positive teacher 
interactions predicted improved student behaviour. Research has demonstrated that 
students with or at risk of EBDs receive lower ratios of positive to negative interactions. 
Nelson and Roberts (2000) found that students with EBD received lower rates of SPF 
and at least six times more corrections than their peers. Results from a three-year study 
by Caldarella and colleagues (2019) suggest that increasing positive to corrective 




While suggestions for an optimum ratio of positive to corrective feedback have 
ranged from 3:1 (Scott et al., 2017) to 4:1 (Trussell, 2008), and 5:1 (Flora, 2000), 
research has not provided empirical support to confirm any specific ratio. Sabey, 
Charlton and Charlton (2019) support maintaining a high positive to corrective 
interaction ratio to improve teaching and learning; however, they argue against focusing 
on an optimum ratio. The authors suggest that, while a 5:1 positive to corrective 
interaction ratio could be identified as a potential target, it should not be considered the 
rule. They suggest that teachers’ use of any positive to corrective interaction ratio 
should be influenced by the context and how students respond, and they should vary 
their use of positive to corrective interaction ratios based on the performance and needs 
of their students.  
Opportunities to respond 
Student engagement is considered to be a critical factor contributing to student learning 
(Simonsen et al., 2008). Engagement pertains to the ways in which students are 
provided with opportunities to respond and actively participate during classroom 
instruction. The level of student engagement is highly dependent on a teacher’s skill 
and ability to include engagement strategies during instruction. Teachers need to plan 
for and include specific practices into their instruction to increase student engagement 
in lessons (Scott et al., 2017).  
Research suggests that teachers can increase student engagement by providing 
students with more opportunities to respond during instruction to increase interaction 
with the curriculum (Scott et al., 2017; Sutherland, Alder, & Gunter, 2003). Common et 
al. (2020) conducted a systematic review of the literature on teacher-directed strategies 
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to increase students’ opportunities to respond and determined it to be a potentially 
evidence-based practice in K–12 school settings. An opportunity to respond (OTR) is a 
curriculum-based question, direction or task presented to an individual student, group or 
whole class, explicitly designed to elicit a student response, followed by teacher 
feedback. Student responses may be verbal (e.g., calling out the answer to a question), 
written (e.g., writing a response on a whiteboard and holding it up), or non-verbal (e.g., 
thumbs up if you agree). In each case, the teacher has constructed an opportunity for 
student engagement as part of the lesson. OTRs provide students with the opportunity 
to share their understanding and knowledge of the academic content and experience 
academic success with immediate, contingent feedback. Effective OTRs are delivered 
frequently to promote engagement and also to promote high levels of student success 
and opportunity for positive feedback (Cooper & Scott, 2017). OTRs also provide 
teachers with a quick check of students’ understanding to immediately ascertain 
whether they need to adjust their instruction (Partin, Robertson, Maggin, Oliver, & 
Wehby, 2009). 
There are multiple ways that a teacher can present an OTR. They can be 
provided to a student for an individual response, or presented to a small group or a 
whole class for a unison response. An individual OTR would call on a single student to 
respond while the rest of the class listen, while a whole-class OTR requires a unison 
response. Research results have shown that a mixture of unison and individual OTRs 
appears to be a more effective instructional strategy (Haydon et al., 2010). Results from 
this combined use of OTR types show lower mean rates of disruptive behaviour. 
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However, additional research is needed given this study used a single-subject design, 
limiting the generalisability of the findings. 
OTRs are an antecedent-based low-intensity strategy used by teachers to 
increase student engagement. The use of OTRs positively impacts student behavioural 
and academic outcomes (MacSuga-Gage & Simonsen, 2015; Menzies, Lane, Oakes, & 
Ennis, 2017). Providing students with multiple and high rates of OTRs has 
demonstrated benefits such as increasing task engagement, student participation and 
academic performance, and decreasing off-task and disruptive behaviour (MacSuga-
Gage & Gage, 2015; MacSuga-Gage & Simonsen, 2015; Partin et al., 2009). Increased 
rates of OTRs have also been shown to increase student engagement and decrease 
disruptive behaviour for students with emotional and behavioural disorders (EBD) 
(Sutherland et al., 2003; Sutherland & Wehby, 2001).  
The majority of these studies have been conducted in elementary schools. A 
recent study by Adamson and Lewis (2017) examined the comparative effects of three 
OTR strategies on academic engaged time of five high school students with behavioural 
problems. The results demonstrated that increased use of OTRs leads to improved 
student academic-related behaviour and reduced disruptive behaviours. This study also 
provided some further support for the recommended rate of OTRs during teacher-led 
instruction of three to four per minute.  
Over three decades ago, the Council for Exceptional Children (1987) proposed 
that optimum rates of OTRs during teacher-led direct instruction are four to six per 
minute with new material and eight to twelve per minute during practice and review 
instruction. Further studies have suggested optimal rates of 3 to 3.5 OTRs per minute 
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during direct teacher instruction to effect student engagement (Haydon et al., 2010; 
MacSuga-Gage & Simonsen, 2015; Scott et al., 2017; Stichter & Lewis et al., 2009; 
Sutherland et al., 2003). Research shows that students across all year levels receive 
lower rates of opportunities to respond than the recommended optimum, and this rate 
decreases further at the high school level (Hirn & Scott, 2012; Whitney, Cooper, & 
Lingo, 2015). A study by Scott and colleagues (2017) found that high school students, 
on average, receive only 0.53 OTRs per minute. While the numbers seem relatively 
small when looking at the rate per minute, the cumulative effect during a year of 
instruction time means that students are potentially missing out on tens of thousands of 
OTRs. 
Teacher Professional Learning 
Education reform ultimately relies on the capacity of teachers to acquire and implement 
evidence-based practices in their classrooms, and effective professional learning is 
central to this. The knowledge base on what constitutes effective classroom 
management and instructional practices is relatively clear and established through 
empirical research. The challenge lies in providing teachers with effective professional 
learning to develop fluency in the accurate and consistent use of these practices. 
Despite substantial amounts of funding spent annually on teacher professional learning, 
the implementation gap between theory and teacher practice remains (Kraft, Blazar, & 
Hogan, 2018). In the public education sector, due to the size of the workforce and the 
intense nature of the work, high-quality teacher professional learning programs have 
proven challenging to design, scale and sustain.  
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Professional learning is the primary mechanism for providing teachers with a 
bridge between educational research and classroom practice. The Australian Institute 
for Teaching and School Leadership (AITSL) defines teacher professional learning as 
“the formal or informal learning experiences undertaken by teachers and school leaders 
that improve their individual professional practice, and a school’s collective 
effectiveness, as measured by improved student learning, engagement with learning 
and wellbeing” (AITSL, 2012, p. 2). Teacher professional learning should serve to 
impact teacher knowledge and practices and also lead to improved student outcomes 
(Darling-Hammond, Hyler, & Gardner, 2017).  
Traditionally, teacher professional learning has relied on the transmission of 
knowledge through one-off ‘in-service’ workshops with an assumption that the teacher 
would be able to transfer skills to their classroom practice. This externally driven, ‘one-
off’ didactic training has been described as “train and hope” (Stokes & Baer, 1977, p. 
351). Research has shown this approach to professional learning to be ineffective, 
showing limited impact on classroom practice and student outcomes (Darling-Hammond 
et al., 2017, Opfer & Pedder, 2011). Traditional workshop training may serve to increase 
teacher knowledge; however, without sustained support and follow-up to provide 
teachers with the opportunity to practise or get feedback, this rarely translates into 
classroom implementation (Camburn & Han, 2015; Fixsen, Naoom, Blase, Friedman, & 
Wallace, 2005; Joyce & Showers, 1996).  
While a great deal of research has been directed towards different types of 
teacher professional learning, there are no definitive answers, and the research is 
conflicting and complex. Guskey (2003) analysed 13 different lists of features and 
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characteristics of effective professional learning and determined that the research 
evidence was contradictory and inconsistent, with limited agreement between 
researchers. He concluded that, due to the multiple and complex characteristics that 
influence effective professional learning, it may be unreasonable to assume a single, 
definitive list will ever emerge from the research. Guskey (2002) suggests that, while 
there is a wide variation in the content and format of professional learning programs, 
they all share a common purpose with three goals: (1) implementing change in 
classroom teaching practices; (2) changing teacher’s attitudes and beliefs; and (3) 
increasing student learning outcomes. Guskey (2002) developed a model of teacher 
change to demonstrate this sequence of events from teacher participation in 




Figure 2: A Model of Teacher Change 
Source: Guskey (2020, p. 19) 
 
The model presented by Guskey provides an alternative approach with a different 
sequence in the order of the three goals of professional learning. In this model, changes 
in teachers’ attitudes and beliefs occur primarily after new practices have shown clear 
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evidence of gains in student learning. This model of change is predicated on the 
concept that the successful implementation of new practices is an experientially based 
process for teachers, where practices that work are continued and repeated. As such, 
demonstrable results in student outcomes are the motivating factor in implementation 
and key to the adoption and endurance of any change in teacher practice. This model of 
teacher change has some powerful implications for the design of teacher professional 
learning. Guskey (2020) highlighted four essential features to be considered in the 
development of effective teacher professional learning: (1) attempts to directly change 
attitudes and beliefs rarely succeed; (2) change is a gradual and challenging process for 
teachers; (3) teachers need to receive timely, frequent and specific feedback on results; 
and (4) for change to occur, continuous follow-up, support and pressure is required. The 
crucial point is that it is the experience of successful implementation which changes 
attitudes and beliefs of teachers rather than attitudes and beliefs changing as a result of 
attending professional learning (Guskey, 2002). 
Research is demonstrating a growing consensus which makes it possible to 
make some suppositions about some of the critical features of professional learning 
which successfully facilitate change in teachers’ practice. It is broadly accepted that 
effective approaches to teacher professional learning should: (a) be ongoing, sustained, 
collaborative and job-embedded; (b) be focused on a discrete skillset; (c) be inclusive of 
student learning outcomes; (d) treat teachers as active learners and utilise adult 
learning theory; (e) be coherent with school priorities; and (f) include modelling, 
coaching and performance feedback (Darling-Hammond et al., 2017; Desimone, 2009; 
Kraft et al., 2018; Patton, Parker, & Tannehill, 2015).  
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Patton et al. (2015) suggest there are three overlapping categories of 
effectiveness to be considered in supporting effective professional learning: teacher 
engagement, teaching practice and student learning. Furthermore, in addition to these 
three categories, they outline eight core features related to these categories that 













is linked to teacher 
engagement. 
 
1. Is based on teachers’ needs and interests 
2. Acknowledges that learning is a social process 
3. Includes collaborative opportunities within learning 
communities of educators 
4. Is ongoing and sustained. 
Professional development 
is linked to teaching 
practice. 
5. Treats teachers as active learners 
6. Enhances teachers’ pedagogical skills and content 
knowledge 
7. Is facilitated with care. 
Professional development 
is linked to student 
learning. 





Source: Patton et al. (2015). 
 
Desimone and Pak (2017), taking into consideration evidence from research, 
extrapolated five features they deemed necessary for professional learning to be 
effective in improving teaching practice and student learning outcomes. These five 
features are: (a) content focus of subject matter and how students learn that content; (b) 
opportunities for teachers to engage in active learning including observation and 
feedback; (c) coherence; (d) sustained duration, ongoing, and including 20 or more 
hours of contact time; and (e) collective participation and collaboration of teachers. 
Showers, Joyce and Bennett (1987) suggested that the goal of teacher 
professional learning is “to create the conditions under which sufficient levels of 
knowledge and skill are developed to sustain practice and to provide the conditions that 
support practice until executive control has been achieved and transfer has occurred” 
(p. 84). Showers and colleagues concluded that teachers are more likely to transfer and 
sustain new knowledge and skills into their teaching practice when they are provided 
with social support through either peer or expert coaches. 
Teacher coaching 
Teacher coaching is viewed as a viable and promising approach for transferring high 
fidelity implementation of evidence-based practices from workshop settings back into 
the classroom. Teacher coaching has been situated as a key element in providing job-
embedded, sustained and individualised professional development directed toward 
changing practices in schools and ultimately to drive school reform (Denton & 
Hasbrouck, 2009). However, there is little empirical evidence available to schools “to 
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directly substantiate the effects of coaching on teachers and on the performance of their 
students” (Denton & Hasbrouck, 2009, p. 151). 
A literature review by Kretlow and Bartholomew (2010) identified 13 studies 
which provided strong evidence of the effectiveness of coaching interventions on 
teachers’ implementation of evidence-based practices. They identified four critical 
features of effective coaching: (1) active engagement by teachers; (2) repeated 
opportunities for practice; (3) follow up observations; and (4) explicit feedback. 
Reinke et al. (2014) investigated coaching to support 56 high school teachers’ 
implementation of classroom management practices. The coaching model, which 
included goal setting, classroom observations and performance feedback and 
outcomes, provided evidence to support the efficacy of coaching as a professional 
learning model. Freeman, Sugai, Simonsen and Everett (2017) highlight coaching as 
one of the critical drivers in increasing individual teachers’ implementation of evidence-
based practices and as a critical factor in sustaining school reform efforts. A literature 
review of 29 studies on coaching teachers in social-behavioural interventions 
demonstrated that 86 per cent found ongoing coaching increased teachers’ use of 
effective practices (Stormont et al., 2015). In this review Stormont et al. (2015) defined 
coaching as a non-evaluative process occurring over a period where an individual is 
provided with ongoing direct observation and feedback from another person with the 
intended outcome of increasing a targeted intervention or practice in the classroom. 
Coaching support is typically delivered following training activities and can be delivered 
in a variety of formats including verbal, written, emailed, visual, video and self-monitored 
(Ennis, Royer, Lane, & Dunlap, 2020). 
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Kraft et al. (2018) broadly define the coaching process as coaches or peers 
observing teacher instruction and providing non-evaluative, targeted feedback to 
support improvement. In their meta-analysis of 60 studies of teacher coaching programs 
that employed causal research designs, they found that job-embedded teacher 
coaching had positive outcomes both on teachers’ instruction and students’ 
achievement. The authors of this study recommended that coaching should be 
“individualised, time-intensive, sustained over a semester or year, context-specific, and 
focused on discrete skills” (p. 548). With these criteria in mind, the functions of coaching 
embody many of the elements of effective professional learning mentioned earlier. They 
may serve an essential role in bridging the gap between training and accurate skill 
implementation. In a systematic literature review on the effects of coaching teachers to 
increase their use of behaviour-specific praise, Ennis et al. (2020) define coaching as 
“any form of ongoing support to facilitate teacher implementation of a practice, including 
self-coaching” (p. 149). Based on their review of the available literature on coaching, 
Denton and Hasbrouck (2009) identified five different types of coaching: technical 
coaching, problem-solving coaching, reflective practice coaching, collegial/team-building 
coaching and reform coaching. Different coaching models come from different 
theoretical and philosophical perspectives and employ different methods and 
approaches. While all of the five approaches share some commonalities and may 
include activities such as observing instruction, they differ in the role of the coach and 
the coaching process. Kurz, Reddy and Glover (2017) describe the purpose, key 
elements and processes for each of these coaching approaches, which are summarised 






Table 3: Key Coaching Approaches  






• Support for teachers in 
implementing new 
practices  
• Transfer of learning to 
classroom practice 
• Collective ownership  
• Mutual support and development of 
goals, plans and materials 
• Exchange of roles between participants 
• Collaboration with peers 
• Non-evaluative peer observation without 
verbal feedback 
• Team-based planning 
• Goal setting and strategies for attaining goals 






• Promote reflective, self-
directed teacher 
practice 
• Solve problems 
• Improved instruction 
• Communication strategies for 
mediating teachers’ metacognition 
• Professional dialogue 
• Cycle of pre-conference, lesson observation 
and post-conference 
• Coach uses probing questions, paraphrasing 
and wait time during conference 
Technical 
coaching 
• Improve teachers’ skills 
• Increase fidelity of 
implementation  
• Modelling 
• Teacher practice 
• Observation with feedback. 
• Modelling implementation of instruction  
• Providing opportunities for teacher practise 









• Reciprocal learning 
between teachers and 
coaches  
• Data-based identification of students’ 
needs 
• Goal setting 
• Instructional planning 
• Regular progress monitoring 
• Collecting student data relative to 
benchmarks  
• Coach facilitate analyses of data to guide 
intervention planning, goal setting and 
grouping of students  
• Coaches work with teachers to implement 
intervention plan, monitor and make 
adjustments based on students’ progress 
Reform 
coaching 
• Bring about schoolwide 
improvement and 
instructional reform 
• Principal and teacher participation in 
school leadership 
• Shared decision-making time 
management 
• Classroom observations conducted by 
principal 
• Modelling leadership skills 
• Facilitating principal–teacher interactions 
• Coordinating principal and teacher 
participation in collective decision making  




Research on peer coaching was pioneered by Joyce and Showers (2002) in the 1980s. 
Through a meta-analysis of research on teacher professional learning, they 
extrapolated that coaching is a crucial component of teacher professional learning for 
the transfer of skills from a training context back into classroom settings. Joyce and 
Showers (2002) initially identified three key components as essential in the design of 
professional learning. These were opportunities for teachers to: (a) study the rationale, 
purpose and evidence supporting a new practice; (b) see demonstrations of the practice 
in action; and (c) plan for implementation of the practice in their classroom. These three 
components, incorporated into the design of professional learning, ensured that most 
participants were able to develop new skills, including very complex practices (Joyce & 
Calhoun, 2016). However, subsequent research on this professional learning model 
demonstrated minimal long-term transfer of practices by teachers back into classroom 
settings. The introduction of a peer coaching component, with teacher participants 
meeting together weekly, demonstrated a significant increase in the long-term transfer 










Table 4: How Design Affects Implementation 
 Outcomes (% of participants who demonstrate knowledge, 
demonstrate new skills in a training setting, and use new skills in the 
classroom) 
Training components Effect on knowledge Short-term use  
% implementing 
Long-term use  
% implementing 
Study of theory +++ 5–10 5 
Demonstrations ++++ 5–10 5–10 
Practice ++++++ 80+ 5–10 
Peer coaching ++++++ 90+ 90+ 
 
Source: Joyce and Calhoun (2016, p. 44). 
 
Joyce and Calhoun (2016) point out that it is the inclusion of all four of the 
training components which contributes to long-term classroom implementation of new 
practices. While the peer coaching component is essential, effective professional 
learning also requires the inclusion of the study of rationale, demonstrations and 
preparation for practice to ensure teachers have the opportunity to learn the knowledge 
and skill required for the new approach to be implemented. It is also important to note 
that the components were not delivered only in a linear process. As teachers were 
developing their classroom application and practice, further rationale and 
demonstrations were needed. Research also showed that many demonstrations were 
required (more than a dozen), and demonstrations needed to be highly focused on the 
particular skill being demonstrated (Joyce & Calhoun, 2018). Showers et al. (1987) 
suggested that it may be necessary for teachers to practice complex new skills about 25 
times, with feedback and support, before long-term transfer can be achieved. 
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Joyce and Calhoun (2018) provide a simple definition of peer coaching as a 
“gentle partnership” (p. 318) in which pairs of educators study and implement models of 
teaching that expand their active professional repertoire in order to improve student 
learning. Joyce and Showers (1996) developed four principles of peer coaching (see 
Table 5).  
 




Participation in a peer coaching team is voluntary with all participants 
agreeing to: 
(a) implement the chosen practice 
(b) support peers in the change process 
(c) collect data on the implementation process and student 
outcomes. 
2 
Verbal feedback is omitted as part of the coaching process. 
3 
 
During observations, the ‘coach’ is the one teaching while the teacher 




The essence of peer coaching is teachers learning from each other through 
collaboration, observation and reflection rather than receiving expert advice.  
 
Source: Joyce and Showers (1996) 
 
Joyce and Showers’ (1996) research demonstrated that the omission of verbal 
feedback: (a) served to streamline the organisation of peer coaching teams; (b) did not 
affect teacher implementation or student outcomes; (c) ensured coaching did not 
become an evaluative process; and (d) omitted the time needed for the extensive 
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training required to provide technical feedback. Joyce and Showers (1996) recommend 
that schools arrange settings so teachers can work together in peer coaching groups 
rather than relying on external consultants. They suggest that schools develop tiny 
professional learning communities, with the optimum size being two pairs of teachers as 
larger groups are less efficient (Joyce & Calhoun, 2018). In building school systems to 
support peer coaching, Joyce and Calhoun (2018) also suggest using lead teachers to 
guide the action research process and to support individuals and the professional 
learning communities.  
One model of coaching which research has shown to be promising in supporting 
teachers to incorporate and sustain evidence-based classroom management and 
instructional strategies into their teaching is instructional coaching (Knight & van 
Nieuwerburgh, 2012). Instructional coaching was developed by Jim Knight and 
colleagues at the Center for Research on Learning of the University of Kansas (USA) 
(Devine, Houssemand, & Meyers, 2013). A growing body of research supports 
instructional coaching as an effective model of professional development for increasing 
implementation of teacher practices and enhancing student outcomes (Briere et al., 
2015; Denton & Hasbrouck, 2009). Instructional coaching is a combined approach 
which uses elements from both problem-solving and cognitive coaching approaches 
(Kurz et al., 2017). Instructional coaching is defined as a model where coaches 
collaborate with teachers to identify the current situation, establish goals, identify and 
explain teaching strategies, and provide support to meet the goals (Knight, 2019). 
Knight (2011) synthesised themes from the coaching literature and identified seven 
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principles to describe, inform and shape the instructional coaching partnership (see 
Table 6). 
 
Table 6: Seven Principles of Instructional Coaching 
Equality: The partnership is an equal relationship between two professional peers. 
Choice: The teacher has the final decision on what is to be learnt and how it is to be 
learnt.  
Voice: The partnership values each voice, opinion, perspective and point of view.  
Dialogue: Partners engage in back-and-forth conversation, learning together in a two-
way, open and authentic dialogue. 
Reflection: Partnership coaches and teachers co-create ideas during reflective 
conversations.  
Praxis: The focus of instructional coaching is to help teachers to put learning into 
practice and apply their ideas in the classroom. 
Reciprocity Learning is mutual and all partners benefit from the instructional coaching 
process. 
 
Source: Knight (2011) 
 
The instructional coaching model involves a three-step cyclical process with the 
components being: identify, learn and improve (Knight, 2019). In the first step the coach 
assists in identifying the current situation for the teacher to establish a goal and work 
with the coach to identify teaching strategies. During the second step, the coach 
provides clear, precise and provisional explanations, encouraging teachers to adapt 
strategies to their context. In this step, similar to the coaching model put forward by 
Joyce and Showers, the modelling and demonstration of new practices are an essential 
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component of the learning process. During the third step of the cycle, improve, coaches 
provide encouragement and support to the teacher to reach their goals (Knight, 2019).  
Despite the rising popularity of teacher coaching over the last few decades, 
relatively few studies have been conducted on the effectiveness of coaching and 
significant gaps exist in the research literature. There is still a great deal to learn about 
the sequencing and frequency of coaching activities such as demonstration, modelling, 
direct classroom observations and the use of performance feedback. It is also unclear 
how school administrators, lead teachers and peer coaches should fit into coaching 
models.  
Within-school coaching 
Whilst Joyce and Showers have provided evidence for a within-school professional 
learning model utilising peer coaching teams of teachers, there has been little 
evaluation of within-school peer coaching models in empirical research. Coaching 
research has primarily focused on academic interventions (Kretlow & Bartholomew, 
2010) rather than teachers’ use of classroom management and instructional strategies 
(Stormont et al., 2015). Additionally, the majority of studies on coaching and 
implementation fidelity have used external providers, generally research personnel, to 
deliver coaching support (Stormont et al., 2015) rather than utilising identified natural 
implementors from within schools. To date, there is minimal empirical research on the 
extent and efficacy with which school-based coaches can deliver coaching support to 
teachers in classroom management (Briere et al., 2015; Gilmour et al., 2017; 




The adoption of a within-school coaching model with the establishment of mini 
professional learning communities, as proposed by Joyce and Calhoun (2018), as 
opposed to utilising outside expertise is a more contextual approach to professional 
learning and serves to builds sustainability and capacity within a school. For coaching to 
be efficient, contextualised, sustained and scaled as an effective professional learning 
strategy for teachers, it should ideally be provided within schools using school-based 
personnel (Stormont et al., 2015). Within-school coaches are better positioned to 
understand the professional learning needs of the school staff, and better equipped to 
deliver professional development that is tailored to the unique context and needs of their 
school and staff.  
The use of school-based personnel as coaches, however, presents complexities 
in the school context. McMaster, Han, Cooling-Chaffin and Fuchs (2013) directly 
compared implementation fidelity between researchers and school staff as coaches 
supporting teachers with a reading intervention. The study found the school-based 
coaches provided fewer observations with feedback due to time challenges; however, 
the study also found that this factor did not drastically reduce implementation fidelity. A 
similar comparison study by Gilmour et al. (2017) investigated the intervention fidelity of 
teachers coached by school-based and university-based personnel. The authors 
worked with school-based staff to develop a non-intensive coaching model; however, 
the school-based coaches in this study also struggled with the time factor required to 
support the coaching model compared to the university-based coaches. The results of 
the two studies highlight that, under some conditions, school-based coaches may not be 
able to provide the level of support required for intervention fidelity.  
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In recent years, researchers have begun to examine the effects of school-based 
consultation as an effective means of professional learning. This approach was defined 
by Briere et al. (2015) as a “collaboration between two professionals (i.e., consultant 
and consultee) during which the consultant provides data-based performance feedback 
to achieve the desired outcome” (p. 51). A study of a within-school consultation model 
on the teacher by Briere and colleagues (2015) demonstrated it was effective in 
increasing new teachers' use of specific behaviour feedback. Horner and colleagues 
(2005) suggest that social validity is higher when an intervention is implemented with 
fidelity in real settings; in this case, teachers in schools. Perhaps of most importance in 
considering the ‘research-to-practice gap’ is that teacher professional learning should 
be something that is done with teachers rather than to them: “Developing professional 
capital is about helping people [teachers] to help themselves and help their students 
more effectively; it is not about manipulating them into complying with externally 
imposed requirements or delivering someone else’s vision” (Hargreaves & Fullan, 2012, 
p. 169). 
Performance feedback 
A literature review on coaching conducted by Stormont et al. (2015) identified 
performance feedback as a critical component of any coaching model. Performance 
feedback involves data collection during direct classroom observations of specific 
teacher behaviours, followed by feedback on the behaviour (Stormont & Reinke, 2014). 
Collecting and analysing classroom data assists teachers in increasing their use of 
classroom management practices: “Observation, if done well, can provide specific and 
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relevant feedback to teachers that can guide and focus their efforts to improve practices 
that have a direct impact on student achievement” (Hafen et al., 2015, p. 652). 
Research on teacher coaching using performance feedback has shown that it is 
an effective intervention to increase teachers’ use of behaviour-specific praise (Reinke 
et al., 2008; Sutherland et al., 2000) and to increase the frequency of teachers providing 
students with opportunities to respond (Sutherland et al., 2003). Performance feedback 
is used to increase teachers’ awareness of their teaching practice through classroom 
observations and non-evaluative data-based feedback (Duchaine, Jolivette, & Fredrick, 
2011). It is a professional learning process to increase and maintain teachers’ skills. 
Performance feedback has been demonstrated to be successful in increasing teachers’ 
implementation of evidence-based practices (Noell et al., 2005; Reinke et al., 2008). 
The results of a recent systematic review of the literature indicate that performance 
feedback is an evidence-based strategy (Fallon et al., 2015).  
Establishing an objective for one’s behaviours through the setting of goals is 
considered an important component of school consultation (Codding & Smyth, 2008). 
The setting of goals ensures the outcomes for behaviour change are explicit and also 
allows ongoing monitoring of progress. The inclusion of goal setting has been shown to 
be a promising strategy which may increase the effectiveness of teacher consultation 
(Duncan, Dufrene, Sterling, & Tingstrom, 2013; Hagermoser Sanetti, Williamson, Long, 
& Kratochwill, 2018; Martens, Hiralall, & Bradley, 1997). 
Performance feedback tools 
One criticism of teacher professional learning is the lack of empirical evidence gathered 
on teacher and student outcomes. The development of tools to measure classroom 
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practices, provide data-based feedback to teachers, and guide the coaching process is 
an emerging field in SWPBS. Teachers are often unaware of their response patterns 
and interactions with an individual student; busy and complex classroom environments 
make it necessary to make quick, automatic decisions which may reflect differentiated 
responses towards particular students or groups. Classroom observation tools which 
provide teachers with objective data on student–teacher interactions may assist in 
helping teachers to become more aware of their interactions and the 
interconnectedness of teacher and student behaviour (Colvin et al., 2009). There are 
many examples of classroom observation tools (Colvin et al., 2009; Jeffrey, McCurdy, 
Ewing, & Polis, 2009; Hagermoser Sanetti et al., 2018; McIntosh & Goodman, 2016; 
Oliver et al., 2019; Stichter, Stormont, & Lewis, 2009).  
The majority of these tools are not specifically designed for teachers to use to 
collect classroom observation data (Reinke et al., 2015). Examples of direct 
assessment instruments are the Classroom Assessment and Scoring System (CLASS) 
(Pianta, La Paro, & Hamre, 2008), the Classroom Strategies Scale (CSS) (Dudek et al., 
2019; Reddy, Dudek, Fabiano, & Peters, 2015) and the Classroom Strategies 
Assessment System-Observer Form (CSAS-O) (Kettler, Reddy, Glover, & Kurz, 2019). 
These tools have been designed as in-depth research-based tools to collect direct-
classroom observation data. However they are essentially resource intensive and not 
practical or feasible for school-based personnel to implement without external support. 
Colvin and colleagues (2009) proposed a set of five guidelines for the 
development of classroom observation instruments. 
1. Identify and use research-based classroom and instructional strategies. 
 
 72 
2. Connect classroom and instructional strategies to student engagement. 
3. Connect teacher and student behaviour to the teaching context (e.g. independent 
work, whole group activity). 
4. Adjust observation procedures to be sensitive to the interactions between student 
and teacher behaviours. 
5. Document and provide teacher feedback on the interconnectedness of teacher 
and student behaviour. 
Chapter 2 Summary 
Positive behaviour support (PBS) has its scientific origin in the applied behaviour 
analytic literature and is positioned largely within a behavioural theoretical framework 
with the underlying concepts of human behavioural science. The central tenet is that 
behaviour is functionally related to the environment (Baer, Wolf, & Risley, 1968).  
Behavioural theory perceives human nature through observable and measurable 
behaviours. The central focus of this study is observing teacher and student behaviour, 
that is, observing the reciprocal interactions between teachers and students during 
teacher-directed instruction (Cooper, Hirn, & Scott, 2015). A single-subject, multiple-
baseline research design was specifically selected for this study as it investigates 
functional relationships based on observations of behaviour. Operational definitions of 
all observable behaviours were developed to ensure observers were able to accurately 
see and directly measure behaviour (Lewis, Scott, Wheby, & Wills, 2014). Dunlap et al. 




can change as a function of certain actions performed by others in a supportive, 
caregiving role for people from all cultures, ages, and levels of competence. PBS 
is about using our understanding of human behavioural science to organize 
supports that result in more productive, preferred, and healthy lives. (2009, p. 4)  
 
This evolution of behavioural science has led to an increased focus on changing adult 
behaviour from traditional, punitive and reactive approaches to preventative and 
instructional approaches (Scott & Burt, 2018). 
The coaching intervention in this study is also derived from a behavioural 
perspective. Coaching is effective in supporting teachers to implement evidence-based 
practices because it is “focused on understanding and arranging environmental 
conditions and contexts such that implementation is more likely to be occasioned and 
reinforced” (Freeman et al., 2017, p. 31). In the coaching process, teachers engage in 
explicit instruction, goal setting, focused demonstrations through peer observations and 
practice of new skills followed by performance feedback. This approach is predicated on 
the notion that using what evidence has shown to work to change student behaviour is 
consistent with what works in supporting adult behaviour change (Myers, Sugai, 
Simonsen, & Freeman, 2017). 
Although high-leverage, evidence-based classroom management practices have 
been identified through research and empirical evidence, pre-service and in-service 
teachers receive insufficient training and support to implement these practices at 
optimal rates. Research shows that classroom teachers are implementing evidence-
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based classroom management practices at much lower levels than recommended 
(Reinke et al., 2013; Scott et al., 2011, 2017).  
Teachers require high-quality professional learning and ongoing support tied to 
implementation and student outcome data to assist in bridging the research-to-practice 
gap and to increase their implementation of high-leverage, evidence-based practices. A 
'new paradigm’ has emerged from research leading to the development of some 
common understandings on fundamental design principles of high-quality teacher 
professional learning. That is, it should be intensive, ongoing and sustained over time 
rather than one-off or intermittent training. It should also enable meaningful 
collaboration, be connected with teacher practice and be contextually aligned with 
school initiatives. There is a developing consensus that effective teacher professional 
learning should be embedded in the day-to-day work of classrooms (Darling-Hammond 
& McLaughlin, 2011). Teacher coaching has developed as a promising approach for 
enhancing and sustaining professional learning as it incorporates many of the critical 
features of effective professional learning (Kraft et al., 2018). Within-school coaching 
models provide schools with a sustainable, cost-effective alternative through building 
collaborative professional learning communities which encourage and promote 
observation, feedback and reflection on evidence-based practices (Denton & 





Chapter 3: Methods 
 
The purpose of this chapter is to explain the research design and methods used in this 
study. Detail is provided on the research setting and participants, research design and 
rationale, measures of dependent variables including instrumentation and data 
collection, the measure of social validity, research procedures and a plan for data 
analysis. 
Research Overview 
This research was designed as a single-subject multiple-baseline study across teacher 
participants (Horner et al., 2005; Kratochwill et al., 2013). The purpose of this design 
was to collect classroom observation and social validity data to examine the effects of a 
within-school coaching intervention (independent variable) on teachers’ use of 
behavioural feedback and opportunities to respond (dependent variables) during 
teacher-directed instruction. The within-school coaching intervention incorporated a 
teacher consultation meeting, goal setting, explicit training, peer observation and 
performance feedback. In this study, two within-school coaches staggered the 
introduction of the coaching intervention across four high school teacher participants. 
Data were collected simultaneously on each teacher’s rates of behavioural feedback 
and OTRs during a baseline condition. The introduction of the within-school coaching 
intervention was systematically staggered across the four teacher participants. The 
staggered introduction of the intervention was to demonstrate experimental control so 
that any behaviour change could be attributed directly to the introduction of the 
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intervention and not attributed to extraneous variables. The research design 

























Figure 3: Research Overview 
 
                           Research Design 
 School and Subject Recruitment 
• Two school-based coaches were selected based on their past membership of the school SWPBS 
leadership team, their interest in classroom supports, and availability. 
• Teaching staff emailed a flyer outlining research details and req uirements and asking for volunteers.  
• Four teachers in their first year of teaching at the school met selection criteria to participate in the study.  
 
 Training School-Based Coaches 
• Full day of training on research design features, use of the TFT and operational definitions, the DBDM 
Planning Tool and the Teacher Consultation Checklist, participant confidentiality and data collection 
procedures and processes. 
• TFT training, initially with video clips followed by in classroom observations with the researcher until 85% 
IOA was achieved. 
Single-Subject Multiple Baseline Design 
 Baseline Essential Design Features 
• Two school-based behaviour coaches collected baseline data using the 
Teacher Feedback Tool (TFT) with four volunteer teacher participants. 
• Baseline data collected on 5 x 15 -minute classroom observations of 
each teacher. 
• Teacher 1 selected to participate in TPL intervention. 
• Coaches continued to collect baseline data for remaining 3 teac hers 
• AB intervention across 4 
participants 
• Minimum 5 data points in 
baseline and intervention 
• Dependent Variables are:  
– teacher rates of behaviour 
feedback  
– teacher rates of OTRs 
– student behaviour errors  
– student levels of 
engagement 
• Dependent variables are 
operationally defined and 
measured repeatedly within 
and across control conditions. 
• <85% interobserver agreement  
• Independent variable is the 
TPL model 
Intervention 
• Teacher 1 met with coach and used aggregated baseline TFT data and 
Data Based Decision Making Planning Tool to complete individual plan. 
• Coaches completed a Teacher Consultation Checklist. 
• Teacher 1-five data collection points using the TFT post interve ntion  
• Subsequent teachers added when data from previ ous teacher 
participant demonstrated an increase in use of practices. 
• Process continued until all 4 teacher participants have completed 
intervention with at least 5 data points. 
 
• An anonymous thirteen-question pen and paper survey 
administered to assess perception of the social validity 
of the TPL model. 
• Participants rated the intervention using a Likert Scale 
(i.e., 1= strongly disagree to 5= strongly agree). 
Did participants report the intervention to be: 
a) reasonable 
b) feasible 
c) within available resources 
d) effective, and  
e) choose to continue to use the intervention 
 Data Analysis and Results 
  • Data analysis involved systematic visual comparison  between and within data series to determine 
evidence of a functional relationship between the independent variable and the dependent variables. 
• Participant data was calculated and transferred to a line graph for purposes of visually analysing: (a) 
trend (slope), (b) level (mean performance during phase), (c) variability (degree of fluctuation around 
trend and level), (d) immediacy of the effect, (e) the proportion of overlap, and (f) the consistency of the 
data patterns across phases.  
• Social validity data analysed to examine  the extent teachers found the intervention to be reasonable, 
feasible and effective.  
• Mean scores and ranges of social validity responses were calculated with higher scores indicate greater 
intervention acceptability. 
• The researcher sought the advice of an expert colleague in order to assist the study’s reliability and to 
ensure the researcher went beyond personal impressions and potential bias. 
 Discussion 















Phase 4  
Intervention 
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The study was conducted at a regional senior high school in Western Australia. For the 
purpose of this study, the school will be identified as Beach Senior High School (BSHS). 
In the year the study took place, BSHS served 665 students enrolled from years 7 
through 12, with 59 teaching, 34 non-teaching and ten administration staff. The Index of 
Community Socio-Educational Advantage (ICSEA) value for the school in the year the 
study took place was 949 in the 24th percentile. ICSEA is a scale developed by the 
Australian Curriculum, Assessment and Reporting Authority (ACARA) for computing the 
socio-educational advantage of a school. ICSEA uses information relating to parental 
occupation and education, and school characteristics such as location and the 
proportion of Indigenous students enrolled, to provide a numerical index reflecting 
socio-educational advantage. ICSEA values can range from about 500 (representing 
extreme educational disadvantage) to about 1300 (reflecting very socio-educationally 
advantaged schools) (ACARA, 2020). The values computed for Beach Senior High 
School indicate that in the year the study took place the school was identified as more 
educationally advantaged than 24 per cent of schools in Australia and more 
educationally disadvantaged than 76 per cent of schools in Australia. 
The school began implementing the schoolwide positive behaviour support 
(SWPBS) framework in 2013. The intended outcomes of implementing the SWPBS 
framework were to improve communication, timetabling structures and staff knowledge, 
and to improve academic and behavioural outcomes for students. SWPBS was 
identified in the school business plan as a cornerstone strategy for improving school 
culture. Staff surveys and SWPBS implementation measures conducted over the 
 
 79 
implementation period have demonstrated that SWPBS is making a difference in the 
school. School survey data show staff buy-in and support for SWPBS has significantly 
increased over time. The School-Wide Evaluation Tool (SET) is an assessment tool 
designed to provide a measure of universal implementation fidelity (Sugai, Lewis-
Palmer, Todd, & Horner, 2001). A score of 80 per cent or better on the SET indicates 
implementation fidelity. Results from a SET conducted at BSHS have demonstrated a 
significant increase from 60 per cent in 2014 to 100 per cent in 2017. These results 
indicate that BSHS has achieved high fidelity of SWPBS implementation. 
Participants 
Teacher participants 
Four teacher participants consented to take part in this study. Three of the teacher 
participants were new graduates and one was in their eighth year of teaching. All 
teacher participants were in their first year of teaching at BSHS. Two of the teachers 
were female and two were male. Each of the teachers taught a core subject with the 
same class group at least three times a week. Across the four teachers, the lessons 
observed were English, science, Humanities and Social Sciences (HASS) and 
mathematics classes. The year levels of the classes were two Year 7, a Year 9 and a 
Year 10 class. Only one teacher indicated they felt their degree had adequately 
prepared them in classroom management skills. This teacher indicated that they had 
completed a dedicated classroom management unit as part of their teacher training. 
The three other teacher participants indicated that their teacher training had not 
included units on classroom management. All teacher participants indicated that 
 
 80 
evidence-based practices in classroom management had not been explicitly taught in 
their teacher training (see Table 7).  
 
Table 7: Completion of University Units on Evidence-Based Classroom Management 
(CM) 
 Teaching degree 






preparation in CM 
Teacher 1 Not really – kind of 
touched on it 
Embedded in one of the 
units 
No 
Teacher 2 No No No 
Teacher 3 No No No, definitely not 
Teacher 4 Yes Not explicitly Yes 
 
Within-school coaches 
Two within-school coaches were selected to participate as lead teachers for this study. 
Both were employed at the school as Heads of Departments, and each had over 25 
years of teaching experience. They had both provided instructional and classroom 
support through peer coaching in a similar trial project at the school in the previous 
year.  
Overview of Research Design 
Single-subject research design 
This study used a multiple baseline across participants in a single-subject research 
design to investigate the research questions of this study. The term single-subject 
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research design (SSRD) can be confusing as it is not, as its name would imply, an 
approach based on the study of a single participant. SSRD is a quantitative, established 
experimental research design described by Horner et al. (2005) as “a rigorous, scientific 
methodology used to define basic principles of behavior and establish evidence-based 
practices” (p. 165). SSRD documents experimental control and originates within the 
field of special education. Quality indicators for evaluating SSRD have been developed 



















Table 8: Quality Indicators Within Single-Subject Research Design 
Description of Participants and Settings 
• Participants described with sufficient detail to allow others to select individuals with 
similar characteristics. 
• The process for selecting participants is described with replicable precision. 
• Critical features of the physical setting are described with sufficient precision to allow 
replication. 
Dependent Variable 
• Dependent variables are described with operational precision. 
• Each dependent variable is measured with a procedure that generates a quantifiable 
index. 
• Measurement of the dependent variable is valid and described with replicable precision. 
• Dependent variables are measured repeatedly over time. 
• Data are collected on the reliability or interobserver agreement associated with each 
dependent variable and meet minimal standards (e.g., IOA = 80%; Kappa = 60%). 
Independent Variable 
• Independent variable is described with replicable precision. 
• Independent variable is systematically manipulated and under the control of the 
experimenter. 
• Overt measurement of the fidelity of implementation for the independent variable is highly 
desirable. 
Baseline 
• The majority of single-subject research studies will include a baseline phase that 
provides repeated measurement of a dependent variable and establishes a pattern of 
responding that can be used to predict the pattern of future performance, if introduction 
or manipulation of the independent variable did not occur. 
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• Baseline conditions are described with replicable precision 
Experimental Control/Internal Validity 
• The design provides at least three demonstrations of experimental effect at three 
different points in time. 
• The design controls for common threats to internal validity (e.g., permits elimination of 
rival hypotheses). 
• The results document a pattern that demonstrates experimental control. 
External Validity 
• Experimental effects are replicated across participants, settings or materials to establish 
external validity. 
Social Validity 
• The dependent variable is socially important. 
• The magnitude of change in the dependent variable resulting from the intervention is 
socially important. 
• Implementation of the independent variable is practical and cost effective. 
• Social validity is enhanced by implementation of the independent variable over extended 
time periods, by typical intervention agents, in typical physical and social contexts. 
 
Source: Horner et al. (2005, p. 174). 
 
Multiple-baseline designs are comprised of a series of A-B phases with different 
baseline (A) phases and the staggered introduction of the intervention (B) phases 
across participants. Staggering entrance into the intervention phase controls for 
extraneous factors that could affect internal validity. SSRD is, therefore, the repeated 
measure of behaviour in baseline (A) and intervention (B) conditions. A measurable 
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change in behaviour after the intervention phase indicates that the intervention was the 
probable cause of the behaviour change. This basic A-B paradigm is the logic that 
serves all SSRD (Ledford & Gast, 2009).  
A critical factor in SSRD is that the individual participant serves as his or her 
control (Ledford & Gast, 2009). The behaviour of each study participant is measured 
repeatedly across time to develop a clear baseline or pre-intervention performance 
phase. This baseline phase is a critical feature as SSRD focuses on documenting the 
effects of manipulating the subsequent intervention (Horner, Swaminathan, Sugai, & 
Smolkowski, 2012). The collection of baseline data starts at the same time for each tier 
(participant). For this study, four tiers (teacher participants) were represented. 
According to the What Works Clearinghouse (Kratochwill et al., 2013), a minimum of six 
phases should be represented in the study (up to four participants). Each participant 
experiences a baseline and an intervention phase. The inclusion of four participants in 
this study resulted in eight total baseline and intervention phases. During each phase 
(baseline and intervention) of a multiple-baseline design, a minimum of five data points 
should be collected, with each observation represented as one data point. The baseline 
phase serves to establish a typical pattern of targeted behaviour prior to the 
intervention.  
Purpose of single-subject design 
The purpose of SSRD is to document the relationship between independent and 
dependent variables through repeated measures of behaviours across time, and within-
participant comparison (Horner et al., 2005). “The fundamental logic behind single-case 
experimental research is documentation that active, planned, and systematic 
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manipulation of an independent variable is functionally related to predicted and 
observed change in the dependent variable” (Horner et al., 2012, p. 274). Single-subject 
designs focus on a detailed description of the individual with an analysis of the 
individuals’ response to the introduction of an intervention.  
Rationale for selection of design 
A single-subject multiple baseline design across participants was selected for this study 
as it does not require the withdrawal of the intervention, which would not be feasible in 
the school setting. Single-subject research designs are highly suited to teachers 
researching in the school context and documenting the outcomes of behavioural 
interventions implemented within educational settings (Ledford & Gast, 2009).  
Limitations of single-subject design 
Establishing internal validity (i.e., determining that the independent variable plausibly 
causes a change in the dependent variable) is essential when conducting a research 
study (Ledford & Gast, 2009). A common criticism of the use of single-subject research 
designs is the lack of a control group to compare the effectiveness of the intervention 
(Kratochwill et al., 2013). However, single-subject designs systematically and 
purposefully stagger the introduction of the intervention to allow each participant to 
serve as their own control. During this multiple-baseline study, threats to internal validity 
were controlled by staggering the introduction of the independent variable (within-school 
coaching intervention) across the four teacher participants. Another criticism of the use 
of single-subject research designs is the lack of generalisability beyond the study 
participants, potentially compromising external validity (Ledford & Gast, 2009). As with 
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most single-subject research (Horner et al., 2005), this study was conducted on a small 
scale with four high school teachers in one setting. This limited sample size affects the 
generalisability of the results. External validity could be improved with replications 
across settings and participants (Myers, Simonsen, & Sugai, 2011). The study was 
written with the participants, setting, procedures and intervention comprehensibly and 
thoroughly described so that it could be replicated with fidelity in any future studies. 
Independent Variable: Within-School Coaching Intervention 
The independent variable for this study was the within-school coaching intervention. 
The within-school coaching intervention included a teacher consultation meeting, goal 
setting, explicit training, peer observation and performance feedback. The within-school 
coaching intervention evolved within the context of a 12-month pilot study conducted in 
the preceding year at the school site. The final coaching intervention model used in this 
study was adapted and modified: (a) as a result of findings from the initial pilot study; (b) 
to meet the contextual needs of the school; and (c) to meet the requirements of a 
single-subject research design.  
The within-school coaching intervention was developed to incorporate the 
strengths, critical components and practices of effective professional development 
features identified through the research literature. The within-school coaching model is 
a hybrid model developed primarily from a blending of the components and principles of 
both the Joyce and Showers peer coaching model and the instructional coaching model. 
The within-school coaching intervention also includes the addition of performance 
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feedback using a classroom observation instrument explicitly designed for this study, 
based on the guidelines recommended by Colvin et al. (2009).  
The within-school coaching intervention began for each teacher with a 45-
minute teacher consultation meeting facilitated by one of the within-school coaches. 
During the meeting teacher participants were provided with feedback (verbal and 
visual) from the aggregated data collected during their baseline observations. With 
guidance from the coach, teacher participants developed an individual professional 
learning plan. During the teacher consultation meeting, the within-school coach 
provided the teacher participant with brief, explicit teaching of classroom management 
skills using a “tell-show-practice” approach (Joyce & Calhoun, 2016). After the teacher 
consultation meeting, teacher participants observed two 15-minute peer coaching 
lessons per week (watching other teacher participants). These peer coaching 
observations were conducted side by side with one or both of the within-school 
coaches. The teacher participant also received performance feedback data collected 
by one or both of the within-school coaches on two 15-minute observations of teacher-
directed instruction in their classroom. The key features and processes incorporated 









Table 9: Within-School Coaching Intervention 
Component Supporting research 
• Establishment of a mini professional learning 
community  
• Inclusion of lead teachers to guide the action 
research process and provide coaching support to 
individual teachers 
Denton and Hasbrouck (2009); 
Joyce and Calhoun (2018) 
Joyce and Calhoun (2018) 
• Training of lead teachers as within-school coaches Joyce and Calhoun (2018) 
• Initial data collection by within-school coaches using 
observation tool during direct classroom 
observations 
Knight (2019); Colvin et al. (2009) 
• Structured teacher consultation meeting 
• Within-school coaches collaborate with teachers to: 
1) identify the current situation from classroom 
observation data 
2) use data to establish teacher-selected goals 
3) identify and explain teaching strategies 
a) explain the rationale, purpose and evidence 
b) provide video demonstrations and/or 
modelling of the practice  
c) plan for implementation of the practice  
Knight (2019) 
 
Duncan et al. (2013); Hagermoser 
Sanetti et al. (2018); Martens et 
al. (1997) 
Knight (2019) 
Joyce and Showers (2002) 
• Frequent highly focused demonstrations of skills 
through peer coaching direct classroom observations 
• Non-evaluative peer observation without verbal 
feedback 
Knight (2019); Joyce and Calhoun 
(2018) 
Joyce and Showers (2002) 
• Performance feedback through data collected during 
direct classroom observations 
Colvin et al. (2009); Duchaine et 
al. (2011); Fallon et al. (2015); 
Hafen et al. (2015); Reinke et al. 
(2008); Stormont et al. (2015); 





The dependent variables for this study were: (a) teachers’ use of behavioural feedback 
and opportunities to respond; and (b) students’ levels of engagement and rate of 
behaviour errors. Data were also collected on teachers’ rates of classroom 
management practices, classroom context, student behaviour and engagement level, 
the fidelity of implementation, and the social validity of the intervention.  
Direct classroom observations were conducted repeatedly across time (during 
both the baseline and intervention phases) to measure teachers’ use of classroom 
management skills and student behaviour and engagement. Social validity ratings were 
collected post-intervention. Classroom-level data were collected via direct observations 
across classroom settings. Classroom observations were scheduled to align with 
teacher-directed instruction with the same class and subject area. The within-school 
coaches stood at the back of the classroom and began collecting observation data 
when the teacher commenced academic instruction.  
All teacher data were collected using the Teacher Feedback Tool (TFT; see 
Appendix 1). Teacher behaviour data collected included: (a) the frequency of specific 
and non-specific, positive and corrective behavioural feedback; (b) the frequency of 
intentional ignores; and (c) the frequency of opportunities to respond (OTRs). Data were 
collected during the first 10 minutes of the 15-minute classroom observation. The coach 
then converted the frequency to a rate per minute by dividing the total number recorded 
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for each behaviour by the number of minutes observed. The TFT data were also used to 
calculate the ratio of positive to corrective feedback responses provided by the teacher. 
Observation instrument 
Collecting data on teachers’ use of classroom practices provides useful information 
about specific skills to target in the coaching process (Noell et al., 2005). Taking into 
consideration Guskey’s (2002) recommendations for essential features of effective 
professional learning, it was also deemed important to include data on student 
behaviour in order to examine potential functional relationships with changes in teacher 
behaviour (Reinke et al., 2015).  
For this study, a Teacher Feedback Tool (TFT) (see Appendix 1) was developed 
as an instrument for collecting the direct classroom observation data. The TFT was 
designed to gather the frequency and occurrence of specific observable behaviours 
during a 15-minute observation of teacher-directed instruction. This allowed for data to 
be feasibly and accurately gathered and provided as immediate performance feedback 
to the teacher participants during the intervention phase (Reinke et al., 2015). Teacher 
skills included on the TFT were selected as appropriate because they were: (a) 
research-based or accepted as best practices; and (b) could be operationally defined, 
measured and observed in an objective way. The TFT was designed to collect 
classroom observation data in order to provide objective feedback to teachers showing 
the interconnectedness of classroom context, and teacher and student behaviour 
(Colvin et al., 2009). The tool was used to: (a) collect baseline and intervention data; (b) 
provide immediate performance feedback data; and (c) focus teacher attention on 
specific, measurable and observable student and teacher behaviours during the peer 
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coaching observations (Joyce & Calhoun, 2018; Knight, 2019; Reinke et al., 2015).  
The layout of the TFT was designed to be straightforward and simple to complete 
both during the classroom observations and also for subsequent calculations of data in 
order to provide immediate performance feedback to the teacher participants. To 
increase implementation fidelity, operational definitions were developed for the teaching 
skills, student behaviour errors and engagement levels, and the classroom context 
(Colvin et al., 2009; Freeman et al., 2018; Mitchell, Hirn, & Lewis, 2017; Myers et al. 
2017; Reinke et al., 2013, 2015; Scott et al., 2017; Simonsen, Myers, & DeLuca, 2010). 
Operational definitions serve to clarify specific features of a practice that can be 
observed and measured. In experimental design the use of operational definitions 
allows for accuracy of replication and documentation of implementation integrity 
(Horner, Sugai, & Anderson, 2010).  
Prior to the study, the TFT was field tested with six observers conducting direct 
classroom observations in over sixty classrooms in both primary and secondary schools 
in Western Australia. During this process the observers reviewed the operational 
definitions using examples and non-examples from the classroom observations to 
provide further clarity. The TFT was then further tested at BSHS in the preceding year 
and in trial training of school-based lead teachers as part of a within-school coaching 
model. This initial trial of the coaching model utilised a group rather than an individual. 
After baseline data collection, the aggregated baseline data from all participating 
teachers were used to determine the intervention skill focus. Teacher participant 
feedback from this trial indicated a strong preference for participating teachers to self-
select skills to focus on from their individual data. 
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The TFT was used to collect all direct classroom observation data during the 
study. The within-school coaches collected data during academic instruction times in 
classrooms focused on academic content. Classroom observation times were 
prearranged with the teacher being observed. The within-school coaches would enter 
the classroom and stand unobtrusively at the rear of the classroom. The within-school 
coach began the 15-minute direct classroom observations at the commencement of 
teacher-directed instruction. 
The TFT was comprised of four sections: (1) Teacher Feedback; (2) 
Opportunities to Respond; (3) Student Engagement; and (4) Classroom Context. During 
the first 10 minutes of the direct classroom observation, the within-school coach 
observed teacher behaviours to complete sections 1 and 2. A tally mark was made in 
the corresponding box each time a teacher behaviour was observed. Teacher behaviour 
observed during this time were teachers’ use of positive and corrective feedback and 















Figure 4: TFT Sections 1 and 2 
 
At the completion of the first 10 minutes of the direct-classroom observation, three 
students were randomly selected to complete student observations for section 3. This 
section was a five-minute momentary time sampling procedure at 10-second intervals of 
student engagement levels (see Appendix 1). The within-school coach finished the 
observation by completing section 4, which was a checklist on observations of the 
classroom context (see Appendix 1). After the classroom observation the within-school 
coach completed the calculations for sections 1–3 on the TFT to provide: (1) frequency 
(rate per minute) of teacher behaviours; (2) rate per minute of student behaviour errors 
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as calculated from teacher attention to behaviour errors; and (3) ratio of positive to 
corrective feedback (see Figure 5).  
 
Figure 5: TFT Sections 1 and 2 Performance Feedback Data 
 
During the baseline phase this TFT data was not given to the teacher participant. During 
the intervention phase, a copy of the TFT was made and given to the teacher participant 





Teacher behavioural feedback for this study was defined as the frequency with which 
the teacher provided a verbal statement, gesture or visual feedback to one or more 
students, contingent on a behaviour occurring. This did not include feedback on 
academic content. Teacher behavioural feedback was further delineated as either 
specific or non-specific. For feedback to be categorised as specific, it had to describe 
the expected behaviour (tell the student what to do, e.g., “Please raise your hand and 
wait your turn”). Statements categorised as non-specific did not include a clear 
statement of the expected behaviour (did not tell the student what to do, e.g., "Please 
stop that"). Feedback was also determined to be either positive or corrective. Positive 
feedback was teacher attention given to correct student behaviour, while corrective 
feedback was teacher attention given to student behaviour errors. Tallies were also 
made for no teacher feedback when a student behaviour error occurred per the 
observation protocol, and the teacher did not respond. This was coded as an intentional 
ignore by the teacher (e.g., a student calling out answers after requests from the 
teacher to raise their hand and the teacher not responding to the callout). Operational 
definitions, examples and non-examples of teacher behavioural feedback are provided 
in Table 10. 
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Table 10: Teacher Feedback Operational Definitions, Examples and Non-Examples 
Definition Verbal statement, gesture or visual feedback the teacher provides to the whole class, a small group or individual 
student on social behaviour. Does not include feedback on academic content. 
Positive feedback: Teacher attention to correct behaviour 
Definition 
Precorrection  Non-specific positive feedback  Specific positive feedback  
• Occurs before the expected behaviour 
• Teacher describes desired social 
behaviour/expectations 
• Response to correct behaviour 
• Does not specifically state the 
behaviour observed 
• Response to correct behaviour 
• Specifically states what the 
observed behaviour was 
Examples − "Be safe and keep your hands, feet 
and objects to yourself." 
− “Show respect by putting your hand 
up and waiting.” 
− “Put your chairs in quietly.” 
− Thumbs up 
− Smiles and nods 
− "Good job." 
− "Well done." 
−  “You showed respect by raising 
your hand.” 
− “Thanks for putting the 
equipment away.” 
− “Thank you for waiting quietly.” 
Corrective feedback: Teacher attention to behaviour errors 
Definition  No feedback (intentional ignore)  Non-specific corrective feedback  Specific corrective feedback  
• Planned ignore 
• Teacher does not interrupt lesson flow 
through attention to behaviour error 
• Teacher response to a behaviour error 
• Does not specifically state the 
expected behaviour  
• Teacher response to a behaviour 
error 
• Specifically states the expected 
behaviour  
Examples − Teacher ignores student calling out 
when they have been instructed to put 
their hand up 
− Teacher shakes head 
− “What should you be doing?” 
− “Shh, stop calling out!”  
− “Sit down please.” 
− “Please raise your hand.” 
− “Eyes to the front.” 
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Opportunities to respond (OTR) 
An OTR was defined as teacher behaviour which prompted individual students or the 
whole group of students to respond in some way. A whole-group OTR was a teacher 
behaviour that required a response from the whole class. An individual OTR was 
directed at an individual student. When the teacher provided a whole-group OTR and 
then selected one student to respond, the sequence was coded as one whole-group 
and one individual OTR. Operational definitions, examples and non-examples of OTRs 
are provided in Table 11. 
 
Table 11: Opportunities to Respond Operational Definitions, Examples and Non-
Examples 
Opportunities to respond (OTR) 
Definition Teacher statement, gesture or visual cue that prompts a student response. 
OTR is curriculum relevant and instructionally related. Not a direction to 
perform a task or a social question. 
OTR group OTR individual 
Invites a response from all 
students 
Invites a response from an individual 
student 
Examples −  “Use your whiteboard to show the 
answer.” 
− “Turn to your partner and discuss.” 
− “Please read this together.” 
“Hands up if you can tell me the 
answer.”  
− “Dan, can you explain how you got your 
answer?” 
− “Abby can you come up and show us 
your working out.” 




− “Please put your books away.”  
− “Who watched last night’s game?” 
“Hands up if you did your 
homework last night.” 
− What did you do at the weekend?" 
− “What should you be doing now?” 




Possible effects of the intervention on student behaviour and engagement were also 
examined. Student data were collected for behaviour errors, active engagement, 
passive engagement, off-task behaviour and downtime. 
Student behaviour errors 
A behaviour error was calculated by adding the teacher responses that were corrective 
feedback (i.e., when the teacher used either specific or non-specific corrective feedback 
or no feedback to the whole class or an individual student). Student behaviour errors 
that the teacher did not see or hear (e.g., a student covertly passing a note) were not 
tallied as the observer was primarily recording teacher behaviours. Operational 
definitions, examples and non-examples of student behaviour errors are provided in 
Table 12. 
 
Table 12: Student Behaviour Errors, Operational Definitions and Examples 
Student behaviour errors 
Definition • Any statement or action by an individual student or group of students that 
interferes with ongoing classroom activities for the teacher and/or peers 
• Student behaviour error that does or could potentially interrupt the lesson 
• Can range from low intensity to high intensity 
Examples − Talking to peer during 
instruction 
− Making noises  
− Not following teacher 
instructions  
− Out of seat/wandering 
− Calling out  




Student engagement  
Student engagement levels in this study were coded into four categories: actively 
engaged, passively engaged, off-task or downtime (see Table 13). Downtime was 
included in the observation to describe student behaviour when there was no academic 
expectation of the student. This was usually observed during a transition or when a 
student had completed all of their work. Downtime is essentially a reflection of teacher 
behaviour rather than an indication of student engagement (Scott et al., 2017). 
Student engagement data in this study were collected immediately following the 
10-minute direct teacher observation. Engagement data were recorded using a 
momentary time sampling (MTS) procedure with 10-second intervals on three randomly 
selected students for 5 minutes. MTS involves recording a behaviour if the behaviour 
occurs at a predetermined moment (Radley, O’Handley, & LaBrot, 2015). MTS 
procedures have been shown to have greater accuracy and overall representativeness 
than partial interval recording procedures (Radley et al., 2015). 
Student selection for this data collection was random and based primarily on 
student location and visibility in the classroom. Generally, one student was selected 
from the front, centre and rear of the room. Students selected were required to be within 
the visual scope of the observer in order to accurately determine and record the student 
actions during the observation. The observer rotated clockwise across students during 
the observation and coded student engagement levels into four categories: actively 
engaged, passively engaged, off-task or downtime at the 10-second interval. 
Operational definitions and examples of student engagement levels are provided in 
Table 13. The observer would code Student 1’s behaviour at 10 seconds, Student 2’s 
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behaviour at 20 seconds, and Student 3’s behaviour at 30 seconds. The observer would 
code Student 1’s behaviour again at 40 seconds and continue coding all 3 students until 
the 5-minute student observation period was complete. Each student was observed a 




Table 13: Student Engagement Operational Definitions and Examples 
Student engagement 
Definition Actively engaged Passively engaged Off-task Downtime 
• Student is actively doing 
or working 
•  Student is actively 
engaging with 
instructional content 
• Student is not actively 
doing or working 
• Student is passively 
attending to instruction 
by orientation to teacher 
or peer 
• Student is not looking at 
the teacher or materials 
during instruction  
• Student is not working on 
the assigned task  
• There are no academic 
expectations 
• Student leaves classroom 
with permission 




Actively engaged Passively engaged Off-task Downtime 
− Choral response 
− Raising hand 
− Writing 
− Reading 
− Completing assigned 
task 
− Listening/watching a 
lecture or video 
− Looking and listening to 
another student called 
on 
− Waiting with hand up 
− Getting materials/ 
equipment 
− Talking to a peer 
− Out of seat without 
permission 
− Touching/looking at 
materials not related to 
instruction 
− Head down on desk 
− Beginning of lesson and 
academic instruction has 
not started 
− Student leaves to get a 
drink/go to the bathroom 




Classroom context  
Immediately after the 15-minute direct observation, observers completed Section 4 of 
the TFT, Classroom Context. The classroom context section is comprised of a 12-
question checklist that provides feedback on the following four areas: classroom 
expectations, classroom procedures and routines, encouraging expected behaviour and 
active supervision. Observers provided a yes or no response for each item in the 
section immediately following completion of the 15-minute direct classroom observation. 
Observers used tangible indicators (e.g., expectations posted and visible), observable 
teacher behaviours (e.g., the teacher used a cue for attention), as well as a general 
overall impression (e.g., the room allowed for the flow of movement) (Reinke et al., 
2013). Descriptions and elaborations of each classroom context checkpoint are 




Table 14: Classroom Context Descriptions and Elaborations 
 Classroom context Elaboration 
Classroom 
expectations 
i. Positively stated classroom rules 
aligned with school expectations can 
be seen and read by students and 
staff in all parts of the room. 
Classroom rules/expectations are written so that they are observable, 
measurable, positively stated, understandable and always applicable. 
They are prominently posted and large enough to be seen and read 
from all parts of the classroom.  
ii. Teacher regularly referred to 
expectations and/or rules to pre-
correct, acknowledge and redirect 
student behaviour. 
The teacher regularly refers to and uses the language of the 
rules/expectations when interacting with students (e.g. “Thank you for 
being respectful and raising your hand”, “Remember to be safe and 




iii. Clear procedures were observed for 
managing transitions. 
Students demonstrate fluency with general classroom routines (e.g., 
what to do when they enter the classroom, how to hand out and 
collect equipment). 
iv. Clear and consistent procedures were 
observed for gaining teacher attention 
and responding to teacher questions. 
Teacher uses pre-corrects for how to answer questions and does not 
accept callouts if the request was for hands up. Students are 
reinforced and redirected (e.g. “Hands up if you have the answer”, 
"Thanks for raising your hand"). 
v. Teacher used a clear cue for attention.  Teacher used a signal for student attention at the beginning of a task 
or activity  
vi. Cue for attention gained 100% student 
attention  





vii. Teacher used an acknowledgement 
system to reinforce appropriate 
student behaviour. 




 Classroom context Elaboration 
viii. Teacher provided non-contingent 
attention to most students. 
Teacher used low-key strategies to interact with students (e.g. 
smiling, using names, politeness, using humour and showing personal 
interest in students). 
Active 
supervision 
ix. Classroom floor plan allowed for ease 
of movement. 
The classroom floor plan allowed for ease of movement and access 
to all areas of the classroom.  
x. Teacher used proximity and moved 
frequently around the classroom. 
The teacher continually monitored all areas of the room by moving 
and interacting frequently and strategically.  
xi. Teacher used frequent scanning.  The teacher used scanning to observe all students on a regular basis.  
xii. Teacher demonstrated frequent 
student interactions. 
The teacher provided frequent positive and corrective feedback while 




Ledford and Gast (2009) recommend that, for ideal conditions, “observers should 
remain naïve to the purpose of the study” (p. 157). As the focus of this study was on a 
within-school coaching model, it was not feasible to follow this condition for observer 
selection. The selection of the two observers was more pragmatic as the two within-
school coaches were selected as they had designated time, availability and previous 
experience in collecting classroom observation data. The reason for the use of the TFT, 
the training process and operational definitions and follow-up meetings was to “increase 
the probability that the two observers will observe the same event and agree on what 
they saw and heard” (Ledford & Gast, 2009, p. 158). To ensure data collection 
accuracy, the researcher trained both observers to collect data using the TFT by: (a) 
referring to the operational definitions; (b) practising with video recordings; and (c) 
practising with the researcher in non-study classrooms.  
Unreliability or inaccuracies are possible measurement problems which may 
occur during direct classroom observation data collection. These measurement 
problems, also known as instrumentation threats, include potential observer bias and 
observer drift. Both of these instrumentation threats can be identified through data 
collection by an independent second observer. Interobserver agreement (IOA) to detect 
and control for observer bias or drift is then calculated from the two data sources 
(Ledford & Gast, 2009). Throughout the study, IOA observations were conducted and 
spread across study phases and across all teacher participants to prevent observer 
drift. IOA was calculated by dividing the lower frequency count by the higher frequency 
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count and multiplied by 100%. During training in the use of the TFT for data collection, 
the coaches exceeded 90% accuracy as determined by IOA with the researcher, over 
three of the training classroom observations. Throughout this study, IOA was calculated 
for greater than 30% of the observations within each phase (see Table 22) to exceed 
the level recommended by What Works Clearinghouse Single Case Design Standards 
(Kratochwill et al., 2013). During the study, the two within-school coaches met with the 
researcher to discuss any discrepancies in IOA if IOA decreased below 90%. This 
criterion is more stringent than the recommended single-subject design standards 
(Horner et al., 2005). The operational definitions were used to guide these discussions 
to ensure that observed behaviours were understood and recorded accurately and 
consistently.  
Procedures 
All study procedures were reviewed and given human ethics approval by the 
researcher’s institution and the Western Australian Department of Education before 
implementation. The independent variable for this study was a within-school coaching 
model that included a structured consultation meeting, goal setting, peer coaching and 
performance feedback. The researcher trained two within-school coaches to provide 
school-based consultation and coaching support (i.e., a structured consultation meeting, 
goal setting, peer coaching and performance feedback) to four new teacher participants. 
The coaches collected both baseline and intervention condition classroom observation 
data for the study. Intervention details and procedures are described in this section. 
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The study took place in the final 12 weeks of the year. Baseline data were initially 
collected in the final two weeks of term 3, followed by a two-week holiday break. All 
further baseline and intervention data were collected during the final ten weeks of term 
4, prior to the extended summer break. A major advantage of this timing was the 
availability of the two within-school coaches to facilitate the project. Both coaches had a 
significantly reduced teaching load as the schools’ senior students had finished formal 
classes for the year. As a result, this allowed release time for the coaches to be able 
complete the classroom observations and consultation meetings required for the study. 
The disadvantages of completing the study during term 4 were increased timetable 
disruptions due to end-of-year events and exams, and increased reporting requirements 
on the teaching staff. 
Phase 1: Participant recruitment 
The researcher met with the principal and coaches to discuss the study design and how 
it would fit with school timetabling. All BSHS teaching staff were emailed a flyer via the 
school principal outlining the research details and requirements and seeking volunteer 
participants. Four teacher participants were selected and consented to participate. 
Participation inclusion criteria included the following. Firstly  they had not participated in 
the previous year’s trial project. Secondly, they taught a core subject with the same 
class group at least three times a week. Thirdly, they needed to be teaching at times 
when the within-school coaches were available to observe them. Although not part of 
inclusion criteria, all of the teachers were in their first year of teaching at the school. The 
teacher participants were each asked to identify a class group and subject area in which 
all of their classroom observations would occur.  
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The two within-school coaches were selected based on their: (a) membership of 
the school SWPBS leadership team; (b) interest in classroom supports; (c) previous 
experience with classroom observation data collection; and (d) availability to participate 
in the project. Both within-school coaches had provided instructional and classroom 
support through peer coaching in a similar trial project at the school in the previous 
year. As outlined previously, both coaches were employed at the school as Heads of 
Departments, and each had over 25 years of teaching experience. One of the within-
school coaches was also the leader of the BSHS SWPBS leadership team.  
Phase 2: Coach training 
At the commencement of the study, the within-school coaches attended a full day of 
training on site with the researcher. Training content included: (a) specific research 
design requirements; (b) review of the TFT and operational definitions; (c) facilitating a 
teacher consultation meeting using a Data-Based Decision Making (DBDM) planning 
tool; (e) intervention fidelity; and (d) participant confidentiality. The two within-school 
coaches refreshed their skills in data collection using the TFT initially with classroom 
video clips during the training followed by non-study classroom observations with the 
researcher until 90 per cent IOA was achieved.  
Phase 3: Baseline 
Each of the teacher participants began the baseline phase at the same time. Teacher 
participants provided instruction in their typical manner. During baseline, the teacher 
participants were not provided with information or training on effective classroom 
management strategies or feedback on their observed lessons. Each teacher remained 
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in the baseline condition for a minimum of five data collection points. 
Baseline data collection 
Initially, the within-school coaches collected baseline data using the TFT (see Appendix 
1) through three separate 15-minute direct classroom observations of each participant 
during teacher-directed instruction. A study by Gage, Prykanowski and Hirn (2014) 
proposed that, for a generalised estimate of each outcome, at least three 15-minute 
observations are required. Immediately after each observation, a copy of the TFT was 
emailed to the researcher and entered into a data base. Baseline data for each teacher 
was aggregated and graphed by the researcher using an Excel spreadsheet (see 
Appendix 2). Teacher participants were not given a copy of the baseline TFT data 
during baseline data collection. Baseline data were collected on three observations of 
each of the four teacher participants.  
Establishing phase change 
Prior to the introduction of the intervention phase, a stable baseline of observed 
behaviour was established (Kratochwill et al., 2013). Stability of data determined the 
order of introduction to the intervention phase for each teacher participant. The teacher 
with the most stable baseline data was selected as Teacher One to begin the 
intervention. This initial baseline data collection was followed by a two-week term break. 
Due to this break, three further baseline data points were collected for Teacher One 
prior to the introduction of the intervention. This was to ensure the accuracy of baseline 
data and to meet single-subject design standards (Kratochwill et al., 2013).  
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Phase 4: Intervention across teachers 
When Teacher One had established a stable baseline of five data points, one of the 
within-school coaches met with Teacher One and facilitated a teacher consultation 
meeting. The teacher consultation meeting marked the commencement of the 
intervention phase of the study for Teacher One. As subsequent teacher participants 
were selected to enter the intervention phase, the within-school coaches followed the 
same steps outlined in the Teacher Consultation Checklist (see Appendix 3) for each 
teacher participant. Each subsequent teacher was introduced to the intervention in a 
staggered approach, wherein all teacher participants began the study intervention 
phase at different points in time.  
Consultation meeting procedures 
At the introduction of the intervention, each teacher participant met with the behaviour 
coaches for a 45-minute teacher consultation meeting. The teacher consultation 
meeting was facilitated by one of the within-school coaches with the other coach 
observing implementation fidelity by completing the Teacher Consultation Checklist (see 
Appendix 3). The consultation meeting was conducted following a six-step Data-Based 
Decision Making (DBDM) process adapted from Missouri Schoolwide Positive 








Table 15: Data-Based Decision Making Process 
Step Features 
1. Collect and chart 
data 
• Classroom observation data will be collected  
• Individual participants’ data is presented graphically to each 
teacher. 
2. Analyse and 
prioritise  
• Behaviour coach and teacher discuss data using school-
established GROW coaching questions. 
3. Write a SMART 
goal 
• Individual teachers set a goal around their use of PBSC 
practices that is specific, measurable, achievable, relevant 




• Written as a brief plan by each participating teacher, 
identifying goals, action steps selected to meet those goals, 
timelines, communications or professional development 
required, evidence of implementation and desired outcomes.  
• Strategies will include explicit training, goal setting, peer 
coaching and performance feedback. 
• Participants are invited to share strategies they have 
selected with the group. 
5. Determine results 
indicators 
• Benchmarks that are easily monitored and allow the 
participant to monitor implementation and progress. 
6. Evaluate the plan  
 
• This step evaluates whether the plan has been implemented 
with fidelity and progress towards achieving the goal. 
 
 
Source: Missouri Schoolwide Positive Behavior Support. (2018). 
 
During the consultation meeting teacher participants were provided with a graphical 
representation of their aggregated baseline data (see Appendix 2). The within-school 
coach conducting the teacher consultation meeting provided the teacher participant 
with feedback (verbal and visual) from the data collected during their baseline 
observations. The teacher participant was also provided with information on suggested 
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optimal rates of teacher feedback and OTRs. With guidance from the coach, teacher 
participants used the Data-Based Decision Making (DBDM) planning framework (see 
Appendix 4) to develop an individual professional learning plan. The plan included the 
teacher participant examining their aggregated baseline data to identify strengths and 
areas for growth and using this information to establish a goal to increase their use of 
selected classroom management strategies.  
During the consultation meeting the within-school coach facilitating the meeting 
provided the teacher participant with brief, explicit teaching of classroom management 
skills using a “tell-show-practice” approach. Teachers were provided with: (a) the 
rationale, purpose and evidence supporting the new practice; (b) observable and 
measurable examples and non-examples using the operational definitions; and (c) 
planning time for implementation of the practice in their classroom (Joyce & Calhoun, 
2016). During the teacher consultation meeting, teacher participants were also shown 
how to collect classroom observation data using the TFT. 
Teacher goals 
Teacher One goal setting. Two areas of classroom management – (a) relationships and 
(b) monitoring – were identified by Teacher One as strengths. Two areas of classroom 
management identified as areas for growth were: (a) specific positive feedback and (b) 
individual and group OTRs. Teacher One’s goal for the intervention was: “By the end of 
week 3, I want to see an improvement in the SPF in a rate of 0.15 to 0.5 and OTR from 
0.7 to 3 p/m.” 
Teacher Two goal setting. Teacher Two identified setting expectations and rules 
as an area of strength and the use of specific corrective feedback as an area for growth. 
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Teacher Two’s goal for the intervention was: “By the end of week 6, I will increase the 
number of specific corrective feedback and decrease in non-specific corrective 
feedback.” 
Teacher Three goal setting. Teacher Three identified the use of non-contingent 
attention, classroom layout, frequent interactions and frequent movement as areas of 
strength. Creating more opportunities for students to respond was identified as an area 
for growth. Teacher Three’s goal for the intervention was: “By the end of week 7, I will 
increase the opportunities to respond in my class to 2.0.” 
Teacher Four goal setting. Teacher Four identified the use of a reinforcement 
system with REAL tickets (a schoolwide SWPBS acknowledgment system) as an area 
of strength, and the use of specific corrective feedback and provision of OTRs as areas 
for growth. Teacher Four’s goal for the intervention was: “By the end of week 8, my 
OTRs will have increased to an average of 15 per ten-minute period.” 
Fidelity of intervention 
A Teacher Consultation Checklist (TCC) was developed to monitor the implementation 
fidelity of the initial teacher consultation meeting. During the teacher consultation 
meeting, one coach facilitated the consultation meeting while the other coach 
completed the TCC (see Appendix 3). The TCC provided the specific process and 
steps for the meeting, including whether the coach outlined and explained the 
aggregated data and assisted the teacher in completing the DBDM planning 
framework to develop a professional learning plan and explicitly taught the classroom 
management skills. After the meeting, the percentage of TCC steps correctly 
implemented was calculated by dividing the total number of points checked by the total 
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number of points on the TCC. Reported fidelity of implementation was 100 per cent for 
all of these meetings. 
Peer coaching and performance feedback 
As part of the intervention plan, each teacher participated in two peer coaching 
observations per week with one or both of the within-school coaches dependent on 
timetabling availability. Data were collected during these peer coaching observations 
by the teacher participant and within-school coach using the TFT. The teacher 
observing the lesson was the one receiving peer coaching through observing the 
classroom teacher. The use of the TFT by the observing teacher during this direct 
classroom observation served to focus their attention on demonstrations of the skill by 
the teacher being observed. Immediately after the classroom observation, the teacher 
who had observed the lesson had a brief coaching conversation with one of the 
coaches. The coaching conversation was guided by questions which had been 
previously established in the school as part of the school-based professional learning 
plan.  
1) What was your first impression of the lesson?  
2) What did you notice about the use of classroom management and instructional 
skills?  
3) How would you rate your use of classroom management and instructional skills 
at the moment?  
4) What could you do to take it up a notch? 






Intervention data were collected during this phase in the same way as baseline data. 
However, during the intervention phase, the TFT was copied and given to the teacher 
participant who was being observed immediately following the lesson to provide 
performance feedback as part of the intervention model. Subsequent teacher 
participants were added when the prior teacher participant intervention data 
demonstrated a clear and stable pattern. This process was repeated until all teacher 
participants were included in the intervention.  
Phase 5: Measures of social validity 
Professional change is an individualised and dynamic process enacted over time within 
a particular context, so it is essential to include teacher perception of an intervention. 
Intervention studies often focus on outcomes; however, for an intervention to be 
continued, it also needs to have high social validity with participants. Social validity is 
the extent to which the participants view the intervention as feasible, acceptable and 
practical (Leko, 2014) and determines whether an intervention is seen as of value to 
participants. Social validity measures also serve to provide information which can be 
used to identify strengths and weaknesses and to tailor interventions to better meet 
educational needs (Wright et al., 2019).  
For the purpose of this study, a thirteen-question survey (see Table 18) was 
adapted from the interventions rating profile-15 (IRP-15) to assess participant feedback 
on the social validity of the within-school coaching intervention (Briere et al., 2015; 
Freeman et al., 2018). Participants rated the within-school coaching intervention using a 
Likert scale (i.e., 1 = strongly disagree to 5 = strongly agree). At the conclusion of the 
study, participants met with the researcher as a group to individually complete the pen 
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and paper social validity survey. Participants were identified as either a coach or 
teacher participant in the survey. 
Final semi-structured interviews were conducted with each of the four teacher 
participants to gather additional social validity information. The data were collected 
through 20-minute individual interviews with the four teacher participants. Interviews 
were conducted during the school day and audio recorded. Open-ended questions in 
the interview protocol were designed to elicit: (a) teachers’ perceptions of the 
intervention; (b) whether they considered the intervention to be feasible using available 
school resources; and (c) their perceptions of its effectiveness in changing students’ 
behaviour (Horner et al., 2005). At the beginning of the meeting, the researcher: (a) 
provided participants with the interview questions; (b) outlined the interview process; 
and (c) asked participants if they had any questions about the process (See Appendix 
5).  
Phase 6: Data analysis and results 
The primary dependent variables for this study were teachers’ use of behavioural 
feedback and opportunities to respond. To answer Research Question 1, frequency 
counts for how often teachers used behavioural feedback and presentation of 
opportunities to respond were collected during direct classroom observations. These 
frequencies were converted into rates per minute by dividing the recorded frequency 
counts over the number of minutes the teacher was observed in the classroom. The 
same data were re-measured at each observation and analysed for change over time. 
The mean and range for each of the practices were calculated. Student levels of 
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engagement and rate of behaviour errors were distal effect variables also measured 
during classroom observations. 
Direct observation data were graphed and visually analysed. Visual analysis was 
used to examine teacher and student behavioural data. Traditionally, the results of 
single-case design studies are analysed visually (Horner et al., 2005; Kratochwill et al., 
2013). Visual analysis is a cornerstone of SSRD and was used for this study to examine 
possible effects of the intervention. In order to establish a functional relationship, data 
from this study were plotted as single data points, and subsequent data points added 
during each phase of the study (Lane & Gast, 2014). Following research design 
standards for conducting visual analysis, six features of the outcome measure were 
taken into consideration. The six outcome-measure features for visual analysis to 
examine patterns across all phases of the design were level, trend, variability, the 
immediacy of effect, overlap, and consistency of data patterns across similar phases 














Table 16: Six Outcome Measure Features  
Feature Description 
Level Overall average (mean) of all of the data points within a 
phase 
Trend The slope or angle of the best-fitting straight line is 
horizontal, increasing or decreasing for the data points within 
a phase  
Variability The range, variance or standard deviation of the data points 
about the trend line 
Immediacy of the effect The change in level between the last three data points in one 
phase and the first three data points of the next. 
Overlap The proportion of data from one phase that overlaps with 
data from the previous phase 
Consistency of data 
patterns across phases 
The extent to which there is consistency in the data patterns 
from phases with the same conditions 
 
Source: Kratochwill et al. (2013); Horner et al. (2005). 
 
These six outcome-measure features were assessed both individually and collectively 
to determine whether the results from the study demonstrated a functional relationship 
between the independent and dependent variables.  
The visual analysis included four steps: (1) identifying whether a predictable and 
stable baseline was present; (2) examining within-phase data patterns for level, trend 
and variability; (3) comparison of level, trend and variability of adjacent phases for each 
participant; (4) comparison of level, trend and variability across subjects to determine 
whether there were at least three demonstrations of an effect (Kratochwill et al., 2013). 
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The use of visual inspection provided a way of identifying changes in the data 
attributed to the intervention. For example, clear distinctions between the occurrences 
of the dependent variable during baseline conditions as compared to during intervention 
conditions provided evidence of the effectiveness of the intervention. Through visual 
analyses, a functional relationship between the within-school coaching intervention and 
teacher rates of behavioural feedback and OTRs was established. 
Chapter Three Summary 
A single-subject multiple-baseline study across teacher participants (Horner et al., 2005; 
Kratochwill et al., 2013) as the methodology for this study. The purpose was to collect 
classroom observation and social validity data to examine the effects of a within-school 
coaching intervention (independent variable) on teachers’ use of behavioural feedback 
and opportunities to respond (dependent variables) during teacher-directed instruction. 
The research setting, participants, research design and procedures utilised in the study 
have been described with sufficient detail to allow for replication. Data gathering 
protocols and the instrumentation tool are also described. A detailed description of the 
within-school coaching intervention utilised in this study, developed from a combination 
of Joyce and Showers’ peer coaching model and Knight’s instructional coaching mode 
has been providedl. The final section of this chapter describes the approach to the data 





Chapter 4: Results 
 
The purpose of this study was to investigate the efficacy, effects and social validity of a 
within-school coaching intervention (independent variable) on four high school teachers’ 
use of behavioural feedback and opportunities to respond (dependent variables). A 
secondary focus of this study was to explore whether increasing teacher implementation 
of classroom management and instructional practices had an effect on student 
behaviour and engagement. 
A single-subject multiple baseline design across four teacher participants was 
designed to answer the following research questions: 
 
Research Aim 1: To examine the impact and social validity of a within-school coaching 
model on high school teachers’ use of behavioural feedback and OTRs. 
 
Research Question 1: Is there a functional relationship between a within-school 
coaching model and high school teachers’ use of behavioural feedback and 
OTRs? 
Research Question 2: Do participants consider the within-school coaching model 
to be socially valid? 
 





Research Question 3: Is there evidence of a functional relationship between 
change in teacher behaviour and student behaviour? 
 
Research Aim 3: To examine the efficacy and effects of a of a within-school coaching 
model. 
 
Research Question 4: Can school-based teachers facilitate a within-school 
coaching model with fidelity? 
 
Research Aim 4: To examine the current rates of classroom management practices at 
the high school level. 
 
Research Question 5: What are the observed natural rates of teachers' use of 
behavioural feedback, OTRs and other classroom practices during instruction at 
the high school level?  
 
This chapter describes the results from the visual inspection of each teacher 
participants’ graphed data. It also provides an outline of the social validity survey 
results, the reliability results of interobserver agreement (IOA) and procedural fidelity. 
The features used to assess the effects of the intervention were the consistency of 
level, trend and variability within each phase, and the immediacy of the effect, overlap 
and consistency of data patterns across similar phases (see Table 16) (Kratochwill et 
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al., 2013). In addition to the visual analysis, means and ranges within conditions were 
calculated to represent trends and variability and to support the visual analysis findings.  
A multiple baseline across participants design was used to examine whether the 
use of a within-school coaching intervention increased teachers’ use of behavioural 
feedback and opportunities to respond. Dependent variable data were collected 
concurrently through direct classroom observation on teachers’ rates of behavioural 
feedback and OTRs during baseline and intervention conditions. Data on student 
behaviour and engagement, a secondary dependent variable, were also collected 
during the direct classroom observations. Baseline data were collected on a minimum of 
five observations of each of the four teacher participants. The introduction of the within-
school coaching intervention, which included a structured teacher consultation meeting, 
goal setting, peer coaching observations and performance feedback, was systematically 
staggered across the teacher participants. A social validity survey was used to examine 
the extent to which teachers found the intervention to be reasonable, feasible and 
effective. 
Research Question Results 
Multiple baseline graphs for the four high school teacher participants are shown in 
Figures 6, 7 and 8. For each 15-minute direct classroom observation, the rate per 
minute of specific and non-specific behavioural feedback, positive and corrective 
feedback, and opportunities to respond were presented on three separate graphs. Each 
observation is represented on the abscissa (x-axis), and the rate of the specific and 
non-specific behavioural feedback, positive and corrective feedback, and opportunities 
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to respond are shown along the ordinate (y-axis). The vertical dashed lines indicate the 
two-phase change (baseline and intervention). 
To answer the first research question, a direct classroom observation recording 
process was used to measure the frequency of teacher presentation of behavioural 
feedback and OTRs in each of the four teacher participants’ classrooms during baseline 
and intervention conditions. Frequency recording was used to record the occurrence of 
the dependent variables during a 15-minute observation session. To determine whether 
the use of the within-school coaching intervention (independent variable) had an effect 
on the rate of behavioural feedback and OTRs (dependent variables), visual analysis of 
the graphed data points over the two phases of the study were conducted. The graphed 
data were examined for patterns and changes in level, trend and variability from one 






































Figure 6: Teachers’ Specific and Non-specific Behavioural Feedback Rates per Minute 





























































































Figure 7: Teachers’ Positive and Corrective Feedback Rates per Minute 

































































































Figure 8: Total Opportunities to Respond Rate per Minute 



































































Table 17: Percentage Total Positive Behavioural Feedback to Total Corrective 
Behavioural Feedback 
 Baseline Intervention 
 Positive (%) Corrective (%) Positive (%) Corrective (%) 
Teacher 1 53 47 68 32 
Teacher 2 36 64 47 53 
Teacher 3 65 35 76 24 
Teacher 4 69 31 81 19 
 
Research Aim 1 
To examine the impact of a within-school coaching model on high school teachers’ use 
of behavioural feedback and OTRs. 
Research Question 1 
Is there a functional relationship between a within-school coaching model and high 
school teachers’ use of behavioural feedback and OTRs? 
Teacher One 
Teacher One displayed stable baseline data with low levels of specific behavioural 
feedback (SBF) and OTRs (see Figures 6, 7 and 8) and was subsequently chosen as 
the first teacher participant to begin the intervention phase. Data were collected from a 
further three baseline observations due to a two-week term break after the initial 




Specific behavioural feedback. Visual analysis showed that, during the baseline 
phase, Teacher One presented SBF at less than one per minute for all observations (M 
= 0.33, range = 0.00–0.80). Teacher One’s use of non-specific behavioural feedback 
(NSBF) during baseline was slightly higher than SBF (M = 0.41, range = 0.00–0.7) (see 
Figure 6). In the intervention phase, visual analysis of NSBF showed that in the 
intervention it remained fairly level with baseline data with a slightly increasing trend (M 
= 0.36, range = 0.0–0.9). Visual analysis of SBF statements showed both a level 
increase and an increasing trend (M = 1.15, range = 0.20–2.20) (see Figure 6). Teacher 
One’s SBF data were variable, with initial overlap between baseline and intervention 
conditions for six observations between sessions 9 to 19. In the final five sessions, the 
level and trend continued to increase for both SBF and NSBF with data variability 
decreasing (see Figure 6).  
Positive to corrective feedback. During baseline Teacher One used almost equal 
amounts of positive feedback (PF) (M = 0.39, range = 0.00–0.90) and corrective 
feedback (CF), (M = 0.35, range = 0.20–0.80) (see Figure 7). Visual analysis showed 
that after intervention the level of PF increased (M = 1.03, range 0.00–2.70). The level 
of CF also showed some increase (M = 0.48, range = 0.00–1.40) (see Figure 7). 
Teacher One increased their use of positive feedback from 53% of total feedback in the 
baseline to 68% after the intervention (see Table 17).  
Opportunities to respond. Visual analysis showed that, during the baseline, 
Teacher One presented low rates of OTR. All of the eight data points were below the 
suggested target rate of 3.00 OTRs per minute (M = 0.70, range = 0.00–1.60) (see 
Figure 8). In the intervention, visual analysis of OTR statements showed a level 
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increase and an increasing trend (M = 2.73, range = 0.00–5.20). Teacher One’s OTR 
data demonstrated variability, with overlap between baseline and intervention conditions 
for observations 9, 10 and 14 (see Figure 8).  
Goal setting. Teacher One’s goal as part of the Data-Based Decision-Making 
plan was “to see an improvement in the SPF in a rate of 0.15 to 0.5 and OTR from 0.7 
to 3 p/m”. After the intervention SPF rates increased from 0.16 to 0.75 per minute and 
OTRs increased from 0.70 to 2.74 per minute.  
Teacher Two 
Teacher Two completed ten baseline observations prior to intervention. 
Specific behavioural feedback. Teacher Two presented SBF statements at less 
than two per minute (M = 1.02, range = 0.30–1.90). Teacher Two’s level of NSBF was 
higher, with only one overlap point with SBF (M = 2.24, range = 1.00–3.40) (see Figure 
6). Visual analysis showed that, during the intervention phase, there was an immediate 
increase in level and increasing trend in SBF and a corresponding immediate decrease 
in level and trend of NSBF (see Figure 6). During the intervention phase, SBF 
statements remained at a higher level, showing a flat trend line with some variability (M 
= 2.4, range = 1.10–3.10). There were three overlap points between SBF baseline and 
intervention points. NSBF statements during intervention demonstrated a lower level 
and decreasing trend (M = 0.97, range = 0.4–1.7) (see Figure 6). 
Positive to corrective feedback. During baseline only 36% of feedback was 
positive compared to 64% corrective (see Table 17). The level of baseline data for PF 
(M = 1.18, range = 0.40–2.00) was lower than the level of CF (M = 2.08, range = 1.20–
3.00). Visual analysis showed that, after the intervention, the level of PF increased (M = 
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1.56, range = 0.8–2.6). The level of CF decreased from the baseline (M = 1.79, range = 
0.80–2.70); however the level was still slightly higher than the level of PF (see Figure 7). 
The data showed that after intervention Teacher Two increased their percentage of PF 
from 36% to 47% and decreased CF from 64% to 53% (see Table 17).  
Opportunities to respond. Visual analysis showed that Teacher Two's OTR rates 
during baseline were variable. All ten data points were below the suggested target rate 
of 3.00 OTRs per minute (M = 0.75, range = 0.00–1.80). There was little to no change in 
OTR rates after the intervention (M = 0.89, range = 0.00–1.50) (see Figure 8).  
Goal setting. Teacher Two’s goal as part of the Data-Based Decision-Making 
plan was to “increase the number of specific corrective feedback and decrease in non-
specific corrective feedback”. During the intervention phase Teacher Two’s specific 
corrective feedback increased from 0.52 per minute to 1.41 per minute and non-specific 
corrective feedback decreased from 1.56 per minute to 0.38 per minute. 
Teacher Three 
Teacher Three completed thirteen baseline observations prior to intervention.  
Specific behavioural feedback. Visual analysis showed that teacher participant 
three’s use of SBF was generally low (M = 0.58, range = 0.10–1.70). NSBF statements 
during baseline showed some variability and the level decreased during baseline (M = 
0.56, range = 0.00–2.1). There was a slight increase in teacher presentation of SBF (M 
= 0.72, range = 0.20–1.30) and NSBF (M = 0.98, range 0.50–1.5) statements during the 
intervention phase (see Figure 6). 
Positive to corrective feedback. During the baseline phase 65% of Teacher 
Three’s feedback was positive compared to 35% corrective (see Table 17). The level of 
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baseline data for PF (M = 0.74, range = 0.00–1.90) was higher than the level of CF (M = 
0.40, range = 0.00–1.20). Visual analysis showed that, after the intervention, the level of 
PF showed an increase in level and a slight increasing trend (M = 1.30, range = 0.9–
1.7). Visual analysis of CF data during intervention showed little change from the 
baseline (M = 0.40, range = 0.00–1.40) (see Figure 7). The data showed that after the 
intervention Teacher Three increased their percentage of PF from 65% to 76% and 
decreased CF from 35% to 24% (see Table 17).  
Opportunities to respond. Teacher Three’s rate of presentation of OTRs during 
the baseline phase was variable. Except for one data point, all of the thirteen data 
points were below the recommended 3.00 OTRs per minute (M = 0.69, range = 0.00–
3.40). In the intervention phase, there was an immediate increase in level and 
increasing trend (M = 2.48, range = 0.90–3.80) with some overlap with baseline data 
(see Figure 8).  
Goal setting. Teacher Three’s goal as part of the Data-Based Decision-Making 
plan was that: “By the end of week seven, I will increase the opportunities to respond in 
my class to 2.0”. Data indicated that during intervention Teacher Three increased their 
presentation of OTRs to an average of 2.48 per minute. 
Teacher Four 
Teacher Four completed fifteen baseline observations prior to intervention. Due to the 
imminent end of the school year, Teacher Four was added to the intervention after 
Teacher Three had completed only two intervention observations. This means that the 
data from Teacher Four cannot be taken into consideration for evidence of functional 
relationship between the independent and dependent variables.  
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Specific behavioural feedback. Visual analysis showed that Teacher Four's level 
of SBF (M = 0.85, range = 0.30–1.80) and NSPF (M = 0.35, range = 0.00–0.90) 
statements were generally low during baseline observations. During the intervention 
phase, visual analysis indicated a clear and immediate level change for SBF (M = 2.30, 
range = 1.3–3.5), while NSBF levels remained low (M = 0.40, range = 0.10–0.80) (see 
Figure 6).  
Positive to corrective feedback. During baseline 69% of Teacher Four’s feedback 
was positive compared to 31% corrective. The level of baseline data for PF (M = 0.83, 
range = 0.30–2.00) was higher than the level for CF (M = 0.37, range = 0.00–1.00). 
During intervention, visual analysis indicated a clear and immediate level change for PF 
(M = 2.18, range = 1.30–3.10) and an increasing trend. The level of CF remained at a 
similar level to baseline conditions (M = 0.51, range = 0.10–1.40) (see Figure 6). The 
data showed that after the intervention teacher participant four had increased their 
percentage of PF from 69% to 81% (see Table 17). 
Opportunities to respond. During the baseline phase, all of Teacher Four's fifteen 
data points for OTR rates were below the criterion of 3.00 OTRs per minute (M = 0.41, 
range = 0.00–1.20). During the intervention phase, there was an immediate level 
change between the last three baseline data points and the first three of the intervention 
(M = 2.30, range = 0.80–3.10). There was only one point of overlap between the 
baseline and intervention conditions (see Figure 8). 
Goal setting. Teacher Four’s goal as part of the Data-Based Decision-Making 
plan was that “OTRs will have increased to an average of 15 per ten-minute period”. 
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Data showed that during the intervention phase teacher participant four increased their 
presentation of OTRs to an average of 23 per 10-minute period.  
Data for Question 1 did not indicate a functional relationship with only two 
demonstrations across two variables. Teacher One and Teacher Two demonstrated an 
increase in specific behavioural feedback. Teacher One and Teacher Three 
demonstrated an increase in presentation of OTRs. Teacher Four data was not 
considered as the data mixed with Teacher Three due to the early introduction of the 
intervention.  
Teachers Two, Three and Four exceeded the goals they had set as part of their 
intervention plan. Teacher Two exceeded the goal set for specific positive feedback and 
almost met the goal for OTRs.  
Research Question 2 
Do participants consider the within-school coaching model to be socially valid? 
To evaluate the social validity of the within-school coaching intervention, data 
were collected from the participating teachers and behaviour coaches to assess their 
perceptions of the acceptability, feasibility and effectiveness of the within-school 
coaching intervention. The participants (teachers and within-school coaches) were 
asked to complete a social validity survey after all direct observations and consultation 
meetings were completed. In addition to this the teacher participants were also provided 
with open-ended questions in a brief interview. The social validity survey was comprised 
of thirteen-questions (see Table 18) to measure the acceptability of the within-school 
coaching model. Participants rated the intervention using a Likert scale (i.e., 1 = strongly 
disagree to 5 = strongly agree) with higher scores indicating greater intervention 
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acceptability. The results from the social validity surveys and teacher interviews are 
discussed here. Observer ratings of social validity are summarised in Table 18. 
Social validity ratings by teachers 
The results from the survey and teacher interviews were positive, indicating that 
participants were satisfied with the intervention. The findings demonstrated that the 
intervention was well received, and participants found the school-based coaching 
intervention to be feasible, acceptable and effective. The average rating across all 
thirteen items for all teacher and coach participants was 4.70. Five of the 13 items 
received an average rating of 5, indicating that participants strongly agreed with the 
statement. These items included (a) the intervention was acceptable for increasing 
teachers’ use of specific behavioural feedback and OTRs, (b) the coaching intervention 
was effective in increasing teachers’ use of OTRs, (c) they would recommend the use of 
the coaching intervention to other teachers, (d) they would be willing to use the 
coaching intervention in the future, and (e) that performance feedback was a useful and 
effective component of the coaching intervention. Most participants considered the 
intervention to be reasonable in terms of time, resources and effort required. Question 9 
was rated lower by one within-school coach resulting in a lower mean score of 3.8. The 
coach followed up with the researcher to explain that this was due to the number of 











T1 T2 T3 T4 C1 C2 M 
1. The professional learning model was an acceptable intervention for increasing 
use of specific behavioural feedback and OTRs.  
5.0 5.0 5.0 5.0 5.0 5.0 5.0 
2. The professional learning model was effective in increasing my use of specific 
behavioural feedback. 
5.0 5.0 5.0 5.0 5.0 4.0 4.8 
3. Increasing the use of specific behavioural feedback had a positive effect on 
student behaviour. 
5.0 5.0 4.0 4.0 5.0 4.0 4.5 
4. The professional learning model was effective in increasing my use of 
opportunities to respond. 
5.0 5.0 5.0 5.0 5.0 5.0 5.0 
5. Increasing the use of opportunities to respond had a positive effect on student 
behaviour. 
4.0 5.0 4.0 4.0 5.0 4.0 4.3 
6. I would recommend the use of the professional learning model to other teachers. 5.0 5.0 5.0 5.0 5.0 5.0 5.0 
7. Most teachers would find the consultation intervention appropriate. 5.0 5.0 5.0 4.0 5.0 5.0 4.8 
8. I would be willing to continue using the professional learning model in the future. 5.0 5.0 5.0 5.0 5.0 5.0 5.0 
9. I found the amount of time, resources and effort required to implement this 
intervention reasonable. 
5.0 5.0 4.0 3.0 4.0 2.0 3.8 
10. Goal setting was a useful and effective component of the professional learning 
model. 








T1 T2 T3 T4 C1 C2 M 
11. The data-based decision-making planning process was a useful and effective 
component of the professional learning model. 
4.0 5.0 4.0 5.0 5.0 5.0 4.7 
12. Peer coaching observations were a useful and effective component of the 
professional learning model. 
5.0 5.0 4.0 5.0 5.0 5.0 4.8 
13. Performance feedback was a useful and effective component of the 
professional learning model. 
5.0 5.0 5.0 5.0 5.0 5.0 5.0 
Source: Adapted from the Intervention Rating Profile-15; Martens, Witt, Elliott and Darveaux (1985).  
aRatings on a scale from 1 (strongly disagree) to 5 (strongly agree). 
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Teacher participants’ responses to the open-ended questions supported and added 
to the data collected with the social validity survey. A general theme across the 
teacher participants was that they found the coaching intervention to be a useful, 
valuable and enjoyable process. Some of the terms used to describe the process 
were “fantastic”, “amazing”, “ground-breaking”, and “invaluable and totally changed 
the way I teach”. Participants also commented that the coaching process made them 
more aware of positive and specific feedback and that changing practice took some 
time: 
 
Well, I didn’t realise that I wasn’t being specific at all so I had a lot of, lots of 
non-specific, but not enough specific feedback. I think this is where I need to 
start again for the year, I felt like I wasn’t using … that language wasn’t 
coming, thank you very much for putting your hand up, thank you for being 
respectful, that’s not my … hadn’t been my way from the beginning. I need to 
make that, this is what this teacher does all the time and I think I felt a little 
strange about changing that, it kind of felt contrived, so that is slower to come 
in.  
 
The addition of open-ended questions to determine social validity uncovered 
“unanticipated findings” which would not have been identified through the social 
validity survey questions (Leko, 2014, p. 276). While the classroom observation data 
did not indicate change in student behaviour errors or engagement levels, teacher 
participants indicated that students were more engaged in their learning and in one 




It reduced off-task behaviour enormously during those intense periods without 
a doubt and rolled into the remainder of the lesson. I think I held them a lot 
longer. 
 
I really focused on the opportunities to respond section, so I think that’s been 
amazing, that’s just been fantastic and I … and I can see their engagement in 
that. I definitely can see change in the engagement. 
 
The power of positive feedback for students is so powerful and it changes the 
whole dynamics. I now have eight students in this second bottom class who 
are getting E’s before are now passing.  
 
Teacher participants also made positive reference to the non-evaluative and non-
judgmental nature of the classroom observations and performance feedback: 
 
Initially I was very nervous having people come into my class and they kept 
saying, “But we’re not watching you, we’re just taking data”. I got used to that 
quite quickly and I knew that there was that no judgement part of it, which is 
really important. 
 
I really liked the impartiality of it, I like the objectivity of it. It wasn’t like I was in 
there necessarily being judged and feel judged. I just felt observed, I felt like 
just because the boundaries and because the behaviours were so clear and 
there were behaviours, it wasn’t necessarily behaviour then consequences, it 
was just like these are your behaviours. That was a really nice take on 
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observations because I think for a lot of teachers that’s kind of worrisome 
because there’s a tendency for … if there’s no structure and a frank, like full 
observations, just to go on, alright well we saw you do this and this was the 
effect, so what are you going to do about it? 
 
Another teacher noted that the ongoing length of the intervention was required in 
order to embed new practices: 
 
I felt like, gosh, are we still doing this? But, I realised the benefits of it being 
that long. I think if it didn’t take so long it wouldn’t have had the effect. I feel 
like it has been embedded a little bit in my practice. 
 
There was only one negative teacher response in the open-ended survey questions. 
This response was in reference to the amount of extra time required to prepare a 
relief teacher lesson for release from teaching duties to attend peer coaching 
observations.  
Research Aim 2 
To examine the impacts of teacher behaviour change on student behaviour. 
Research Question 3  
Is there evidence of a functional relationship between change in teacher behaviour 
and student behaviour? 
Data were also collected during this study to investigate possible functional 
relationships between teacher behaviour and student behaviour. Overall, across the 
 
 140 
four subjects, data on student behaviour errors and student engagement 
demonstrated little change across the two conditions.  
Rate per minute of behaviour errors 
Student behaviour errors were defined as the frequency, later converted to a rate per 
minute, recorded as a teacher response to behaviour errors. A behaviour error was 
recorded when the teacher used either specific or non-specific corrective feedback 
or no feedback as a response to the whole class or an individual student. The rate 
per minute of student behaviour errors, determined by a teacher response to student 
behaviour, remained stable for all teachers throughout the study with minimal 
observed change between the baseline and intervention conditions. The results from 
these observations are summarised in Table 19. 
 
Table 19: Student Behaviour Errors Rate per Minute, Mean and Range 
 Baseline Intervention 
 M Range M Range 
Teacher 1 0.83 0.50–1.30 0.85 0.00–2.40 
Teacher 2 2.65 1.40–3.90 2.19 0.90–3.20 
Teacher 3 0.87 0.10–3.50 0.58 0.10–1.70 
Teacher 4 0.98 0.40–1.70 1.45 1.00–2.70 
 
Percentage of student engagement levels 
Student engagement data were collected immediately following the 10-minute 
teacher observation. Student engagement data were recorded using a momentary 
time sampling (MTS) procedure with 10-second intervals on three randomly selected 
students for 5 minutes. Student engagement levels were coded into four categories: 
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(1) actively engaged; (2) passively engaged; (3) off-task; or (4) downtime (see Table 
9). The results did not show a significant change in data patterns between baseline 
and intervention conditions. Student downtime throughout the observations was low 
with an average of 5% at baseline and 7% during the intervention phase. These 
results are summarised in Table 20. 
 
Table 20: Student Observed Engagement Levels 





Off-task (%) Downtime (%) 
 B I B I B I B I 
Teacher 1 36 39 47 29 14 24 3 8 
Teacher 2 22 31 22 21 50 43 7 4 
Teacher 3 61 47 12 27 20 14 8 12 
Teacher 4 54 29 12 39 31 31 4 1 
Average 46 37 20 28 29 29 5 7 
Note: B = baseline, I = intervention 
 
Student engagement throughout the study as a total of both active and passive 
engagement ranged from 44% to 83%; however, the levels in each class remained 









Table 21: Engagement Levels, Total Active and Passive Engagement 
Student engagement levels: active + passive 
 Baseline (%) Intervention (%) 
Teacher 1 83 68 
Teacher 2 44 52 
Teacher 3 73 74 
Teacher 4 66 68 
Average 66 65 
 
Research Aim 3 
To examine the efficacy of a of a within-school coaching model. 
Research Question 4  
Can school-based teachers facilitate a within-school coaching model with fidelity? 
Teacher Consultation Checklist 
Reported fidelity of implementation was determined through completion of a Teacher 
Consultation Checklist (see Appendix 2). The result was 100 per cent for all of the 
teacher consultation meetings. 
Interobserver agreement 
To ensure data fidelity, interobserver agreement data were collected throughout the 
study. The aim was to collect IOA data on at least 30% of observations during both 
the baseline and intervention phases across all teachers. Data were collected in 
63.6% (range 37.50%–90.00%) of baseline sessions and 77.4% (range 66.67%–
100%) of intervention sessions. Generally, IOA data were calculated as over 80%. 
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For the teacher behaviour intervention data for teachers three and four it was slightly 
less than 80% (Teacher Three, 78.8%; Teacher Four, 73.03%). This was due to zero 
and low number counts in teacher behaviour frequency which caused the resulting 
IOA calculation to be low (see Table 22). 
 
Table 22: Percentage of Sessions with IOA Data and Mean Level of IOA Across 
Teachers and Phases 
IOA per teacher per condition 
 IOA percentage of 
sessions (%) 




 Baseline Intervention Baseline Intervention Baseline Intervention 
Teacher 1 37.50 73.68 98.21 87.03 100.00 94.76 
Teacher 2 90.00 69.23 88.86 89.42 97.41 98.52 
Teacher 3 66.67 100.00 94.61 78.80 98.33 93.33 
Teacher 4 60.00 66.67 89.45 73.03 99.26 91.67 
Average 63.55 77.40 92.78 82.07 98.75 94.57 
 
Research Aim 4 
To examine the current rates of classroom management practices at the high school 
level. 
Research Question 5  
What are the observed natural rates of teachers' use of behavioural feedback, OTRs 
and other classroom practices during instruction at the high school level? 
There has been little research to date on the typical rates of empirically 
supported classroom management strategies at the high school level (Freeman et 
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al., 2018). This study provides further information about baseline rates of high school 
teachers’ use of classroom management strategies across 46 classroom 
observations. The first 10 minutes of each 15-minute classroom observation counted 
the frequency of teachers’ use of precorrections, behavioural feedback and OTRs 
(see Table 23). Due to the small sample size and single school setting, further 
research is required to determine whether the results demonstrated in this study are 
typical of high school teacher practices.  
Teachers’ presentation of student OTRs and specific behavioural feedback 
skills were the most frequently observed skills in this study. At baseline condition the 
average observed specific positive feedback rate per minute was 0.47 (range = 
0.00–1.70) and the average non-specific positive feedback rate was 0.33 (range = 
0.00–1.60). Non-specific corrective statements were observed at an average rate per 
minute of 0.50 (range = 0.00–2.30) and specific corrective statements were 
observed at an average rate per minute of 0.25 (range = 0.00–1.00). In this study at 
baseline condition, the average rate of teacher presentation of OTRs was 0.65 per 
minute (range = 0.00–3.40) (see Table 23). Researchers have documented that 
‘typical’ rates of high school teachers’ presentation of OTRs range from 0.53 (Scott 
et al., 2017) to 1.15 (Freeman et al., 2018) per minute. As with previous research, 
the teachers in this study provided OTRs in baseline conditions at rates well below 
the optimum recommended level of 3 per minute (Scott et al., 2017). This study also 
collected data on the frequency of teachers’ use of precorrections, which were also 
observed at low rates and the least frequently used classroom management strategy 





Table 23: Baseline Condition Rate per Minute of Teacher Behaviours, Mean and Range 














Teacher 1 M 0.15 0.23 0.16 0.19 0.16 0.70 
range 0.00–0.40 0.00–0.60 0.00–0.60 0.06–0.60 0.00–0.30 0.00–1.60 
Teacher 2 M 0.19 0.68 0.50 1.56 0.52 0.75 
range 0.00–0.60 0.20–1.10 0.00–1.50 0.70–2.30 0.20–1.00 0.00–1.80 
Teacher 3 M 0.08 0.34 0.40 0.22 0.18 0.69 
range 0.00–0.30 0.00–1.60 0.00–1.70 0.00–0.90 0.00–0.40 0.00–3.40 
Teacher 4 M 0.07 0.16 0.67 0.19 0.18 0.41 
range 0.00–0.30 0.00–0.60 0.20–1.70 0.00–0.60 0.00–1.00 0.00–1.20 
Average M 0.11 0.33 0.47 0.50 0.25 0.65 






At the completion of the classroom observations, observers rated twelve classroom 
context checkpoints as either observed or not observed (see Table 24). These 
observations were categorised into four classroom features: (a) classroom 
expectations; (b) classroom procedures and routines; (c) encouraging expected 
behaviour; and (d) active supervision. The rating was determined as either a yes or 
no, using tangible indicators (e.g., expectations posted and visible), observable 
teacher behaviours (e.g., the teacher uses a cue for attention), as well as a general 
overall impression (e.g., the room allows for the flow of movement) (Reinke et al., 
2013).  
Two checkpoints which were rated as consistently high across all teachers in 
both baseline and intervention conditions were checkpoint viii, “Teacher provided 
non-contingent attention to most students”, (B = 98%, I = 100%) and, checkpoint xii, 
“Teacher demonstrated frequent student interactions”, (B = 100%, I = 98%). Two 
checkpoints which were rated as generally low across all teachers in both baseline 
and intervention conditions were checkpoint iv, “Clear and consistent procedures 
were observed for gaining teacher attention and responding to teacher questions”,  
(B = 40%, I = 57%), and checkpoint vi, “Cue for attention gained 100% student 
attention”, (B = 23%, I = 32%). The checkpoint which demonstrated the most 
significant change between baseline and intervention conditions was checkpoint ii, 
“Teacher regularly referred to expectations and/or rules to pre-correct, acknowledge 
and redirect student behaviour”, (B = 44%, I = 91%) (see Table 24). 
The results of this study show that some identified evidence-based practices 
were in place in most classrooms. Classroom expectations and rules were, in most 
instances, positively stated and visible. This was most likely due to the universal 
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SWPBS processes in place at the school. Anecdotally, one of the within-school 
coaches commented that this had been a focus of the school SWPBS team in the 
previous term. Teachers’ use of active supervision strategies (i.e. the use of 
proximity, scanning and frequent interactions) and high levels of non-contingent 
positive attention to students were generally observed at high rates. With the 
exception of one teacher, procedures for gaining teacher attention and responding to 
teacher questions were observed at low rates. Research by Scott et al. (2017) has 
shown that student hand-raising decreases in high school settings, which may be 




Table 24: Classroom Context Features as a Percentage of Observed Practice 
 Teacher 1 Teacher 2 Teacher 3 Teacher 4 Average 
Item B I B I B I B I B I 
Classroom expectations           
xiii. Classroom rules aligned with school expectations  75 95 70 62 100 83 100 100 90 84 
xiv. Teacher regularly referred to expectations and/or rules 38 84 10 100 46 83 60 100 44 91 
Classroom Procedures & routines           
xv. Procedures were observed for managing transitions. 75 79 40 54 85 83 100 67 79 70 
xvi. Procedures were observed for gaining teacher attention 
and responding to teacher questions. 
0 79 30 15 77 100 33 33 40 57 
xvii. Teacher used a clear cue for attention. 13 26 100 100 69 83 27 67 54 61 
xviii. Cue for attention gained the attention of all students. 13 26 0 23 62 67 0 33 23 32 
Encouraging expected behaviour           
xix. Teacher used an acknowledgement system. 75 95 90 77 69 100 87 83 79 89 
xx. Teacher provided frequent non-contingent attention. 100 100 90 100 100 100 100 100 98 100 
Active supervision           
xxi. Classroom floor plan allows for ease of movement. 100 100 80 77 100 100 100 100 96 93 
xxii. Teacher used proximity. 75 84 80 100 100 83 87 100 85 91 
xxiii. Teacher used frequent scanning.  100 95 50 54 54 100 80 100 71 84 





Summary of Results 
Visual inspection of the data across teacher participants and phases of the study 
indicated that the school-based coaching intervention generally had a positive impact on 
teachers’ rates of behavioural feedback and presentation of OTRs. Data indicate a 
functional relationship with two demonstrations across two variables. There were two 
demonstrations of an increase in specific behavioural feedback. There were also two 
demonstrations of an increase in presentation of OTRs. All four teachers exceeded the 
goals they had set as part of their intervention plan with the exception of one teacher 
who almost met their goal set as part of the intervention plan. 
The results of the social validity survey for teachers and within-school coaches 
were positive. All teacher participants strongly agreed that the professional learning 
model was an acceptable intervention and effective in increasing their use of specific 
behavioural feedback and opportunities to respond. All teacher participants strongly 
agreed they would be willing to continue using the professional learning model in the 
future. All teacher participants and the within-school coaches strongly agreed that 
performance feedback was a useful and effective component of the professional 
learning model and they would recommend the use of the professional learning model 





Chapter 5: Discussion 
 
Research has identified key classroom management practices with sufficient empirical 
evidence to be considered as evidence-based, high-leverage practices, critical for 
supporting students with or at risk of emotional and/or behavioural disorders (EBD) 
(Lewis et al., 2004; Simonsen et al., 2008; McLeskey et al., 2018). To increase the 
likelihood that students with or at risk of EBD are engaged in the classroom, teachers 
need to use evidence-based classroom management practices at optimum rates. 
Unfortunately, research demonstrates there is a research-to-practice gap, and teacher 
implementation of these practices in classrooms is low (Gage, Scott, Hirn, & MacSuga-
Gage, 2017; Reinke et al., 2013; Scott et al., 2017).  
Traditional in-service teacher training has proved insufficient in supporting 
teachers to implement evidence-based practices and this is likely to be a significant 
factor contributing to the research-to-practice gap (Wei, Darling-Hammond, Andree, 
Richardson, & Orphanos, 2009; Fixsen et al., 2005; Joyce & Showers, 1996; Lewis & 
Newcomer, 2002; Patton, Parker, & Tannehill, 2015). While training provides teachers 
with knowledge of content and skills, it does not provide the ongoing supports required 
for teachers to build fluency with skill acquisition. To support sustained implementation 
and transfer of knowledge into practice, researchers recommend the inclusion of 
coaching, including non-evaluative performance feedback, to address the limitations of 
one-off training events and support teacher implementation fidelity of evidence-based 
practices (Freeman et al., 2017; Stormont et al., 2015). Research in recent years has 
focused on improving teacher professional learning in evidence-based classroom 
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management practices (Myers et al., 2011; Reinke et al., 2014; Simonsen et al., 2014). 
However, very few of these studies have investigated teacher professional learning in 
the high school setting, particularly focusing on a within-school coaching model.  
The purpose of this study was to investigate the effects of a within-school 
coaching intervention (independent variable) on four high school teachers’ use of 
behavioural feedback and opportunities to respond (OTR) (dependent variables) and 
impact on student behaviour during teacher-directed instruction. The study builds upon 
and extends the current knowledge base by investigating a within-school coaching 
model which included structured teacher consultation, goal setting, peer coaching 
observations and performance feedback in the high school setting. This study also adds 
to the literature on the natural rates of evidence-based practices by high school 
teachers. This chapter presents a discussion of the main findings of the study, 
recommendations for practice, future research considerations and limitations of the 
study. The research aims and questions addressed in this study were: 
 
Research Aim 1: To examine the impact and social validity of a within-school coaching 
model on high school teachers’ use of behavioural feedback and OTRs. 
 
Research Question 1: Is there a functional relationship between a within-school 
coaching model and high school teachers’ use of behavioural feedback and 
OTRs? 
Research Question 2: Do participants consider the within-school coaching model 




Research Aim 2: To examine the impacts of teacher behaviour change on student 
behaviour. 
 
Research Question 3: Is there evidence of a functional relationship between 
change in teacher behaviour and student behaviour? 
 
Research Aim 3: To examine the efficacy and effects of a within-school coaching model.  
 
Research Question 4: Can school-based teachers facilitate a within-school 
coaching model with fidelity? 
 
Research Aim 4: To examine the current rates of classroom management practices at 
the high school level. 
 
Research Question 5: What are the observed natural rates of teachers’ use of 
behavioural feedback, OTRs and other classroom practices during instruction at 
the high school level? 
The Main Findings of the Study 
This study contributes to the limited literature on natural rates of high school teachers’ 
use of evidence-based classroom management practices. The baseline data in this 
study, collected through direct classroom observation of four high school teachers, 
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demonstrated low natural teacher rates of precorrections, specific positive behavioural 
feedback and presentation of OTRs. These findings are consistent with previous 
research (Hirn & Scott, 2014; McKenna et al., 2015; O’Handley, Olmi, Dufrene, 
Tingstrom, & Whipple, 2020; Scott et al., 2011, 2017). Additionally, consistent with 
research by Freeman et al. (2014), precorrections were the least frequently used 
classroom management strategy observed in the baseline phase of this study (M = 
0.11, range = 0–0.6). More research is needed to determine if these rates are typical of 
teacher practices in the high school context. 
Limited research exists on optimal rates of OTRs; however, a rate per minute 
between 3.0 (Scott et al., 2017) and 3.5 (Sutherland et al., 2003; Stichter et al., 2009) 
has been recommended. In a review of the literature, MacSuga-Gage and Simonsen 
(2015) found that teacher presentation of OTR rates of 3:00 to 5:00 per minute was 
associated with positive student outcomes. However, the majority of studies in the 
review were conducted in elementary school settings, and recommended rates have yet 
to be validated through research for the secondary school context. Recent research by 
Adamson and Lewis (2017) provided some support for these recommended rates at the 
high school level. The study comparing three types of OTRs in a secondary setting 
demonstrated that high school teacher implementation of OTRs at the recommended 
rate of three to four per minute resulted in improved student behaviour. However, 
research indicates that, generally, high school teachers are not meeting these 
recommended rates (Freeman et al., 2018; McKenna et al., 2015; Scott et al., 2017). In 
the current study, teachers’ natural rates of presentation of OTRs were less than the 
recommended rates of 3:00–5:00 per minute (M = 0.65). These findings corroborate 
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previous research findings and add to the knowledge base of OTR research conducted 
at the high school level. 
This study hypothesised increased teacher use of evidence-based classroom 
management practices would result in decreased student behaviour errors and 
increased student engagement. Student academic engagement rates were reasonably 
high in most of the classrooms during baseline data collection, which perhaps 
contributed to the fact that significant change was not observed in student engagement 
rates in the intervention data. The classroom observation data did not demonstrate a 
functional relationship between teacher and student behaviour change. This finding is 
consistent with previous research which demonstrated variable results for student 
outcomes to coaching interventions (Duncan et al., 2013; Gage et al., 2017). Previous 
research findings with modest changes in instructional quality have shown little impact 
on student outcomes, and relatively large improvements in instructional quality were 
required to effect changes in student achievement (Kraft et al., 2018). 
In contrast to the classroom observation data collected on student behaviour and 
engagement, data from the open-ended social validity questions demonstrated that 
teacher perception of student behaviour, engagement and academic achievement had 
improved. Teacher responses to the open-ended questions indicated a perception that 
the increased use of OTRs and specific positive feedback had reduced off-task 
behaviour, increased student engagement levels and in one of the classes significantly 
increased the academic achievement of students. The social validity survey data also 
indicated that participants believed that the intervention had positively impacted student 
behaviour. Participants all agreed or strongly agreed that (a) increasing the use of 
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specific behavioural feedback had a positive effect on student behaviour (M = 4.5), and 
(b) increasing the use of opportunities to respond had a positive effect on student 
behaviour (M = 4.3). These results indicate that the teacher participants perceived a 
noticeable change in student behaviour that was not captured during the momentary 
time sampling process.  
Only a few studies have evaluated the effects of specific positive behavioural 
feedback on student engagement and behaviour in high school classrooms. While 
findings from Blaze et al. (2014) and O’Handley et al. (2020) have demonstrated 
positive effects of specific positive behavioural feedback, the overall evidence is limited, 
and further research is needed to examine the effects in high school classrooms. 
A literature review by Floress et al. (2017) demonstrated an increasing trend in 
research focused on improving teachers’ use of and evaluating the impact of classroom 
praise over the last three decades. Similar to this study, a large percentage of the 
studies used a combination of direct and indirect training methods including didactic 
training, self-monitoring, goal setting, prompts and feedback. Results from a meta-
analysis on training teachers to increase behaviour-specific praise by Zoder-Martell, 
Floress, Bernas, Dufrene and Foulks (2019) found that multi-component teacher 
training, incorporating goal setting and performance feedback, was effective in 
supporting teachers to increase their use of SBF. As hypothesised, based on previous 
research (e.g., Cavanaugh, 2013; Martens et al., 1997; Reinke et al., 2008, 2015) the 
multi-component coaching intervention in this study resulted in positive effects on 
teachers’ use of specific behavioural feedback and ratio of positive to corrective 
feedback. All teachers increased their use of specific behavioural feedback except for 
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Teacher Three. This result was not unexpected as Teacher Three’s Data-Based 
Decision-Making plan did not include a goal to increase behavioural feedback. The 
inclusion of goal setting is considered an important component to increase the 
effectiveness of teacher consultation. Goal setting ensures the intended outcomes are 
explicit and allows for ongoing monitoring of progress (Codding & Smyth, 2008; Duncan 
et al., 2013; Hagermoser Sanetti et al., 2018; Martens et al., 1997). 
The above findings suggest that goal setting, peer coaching and performance 
feedback are effective coaching functions as part of a multi-component professional 
learning model to increase teachers’ use of classroom management and instructional 
strategies. These findings are consistent with previous research that indicates that 
training followed by coaching support which included ongoing opportunities for practice 
and performance feedback can assist to increase teacher knowledge and 
implementation of classroom management and instructional practices (Joyce & 
Showers, 2002; Freeman et al., 2017; Reinke et al., 2015). 
The coaching model used in this study was a relatively low-dosage and low-
intensity coaching intervention. The frequency of coaching was relatively low (twice per 
week), the dosage was low (15-minute peer coaching observations and performance 
feedback data), and the intensity was low (focused on only one or two teacher 
behaviour skills). The coaching model also could be facilitated by school-based 
personnel with minimal training and support. Training school-based personnel as within-
school coaches is a promising approach. This approach would serve to increase the 
feasibility of embedded teacher professional learning and support teacher acquisition of 
evidence-based classroom management practices (Stormont et al., 2015).  
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The study demonstrated that the within-school coaching model was an effective 
intervention to increase high school teachers’ use of evidence-based practices. Due to 
the goal setting component of the coaching model, it was difficult to compare the 
teacher data using a multiple baseline design. While the results demonstrated positive 
results, the multiple baseline data did not indicate a functional relationship between the 
within-school coaching intervention and teachers’ use of specific behavioural feedback 
and presentation of OTRs. Teachers’ rates of specific behavioural feedback and 
presentation of OTRs increased through participation in the within-school coaching 
intervention. All of the teachers increased their ratio of positive to corrective behavioural 
feedback during the intervention phase, with two of the teachers achieving greater than 
the 3:1 recommended ratio. Based on the social validity data, participants found the 
within-school coaching intervention to be feasible, acceptable and effective. The within-
school coaches and participating teachers all strongly agreed that: (a) the professional 
learning model was an acceptable intervention for increasing the use of specific 
behavioural feedback and OTRs; (b) they would recommend the use of the professional 
learning model to other teachers; (c) they would be willing to continue using the 
professional learning model in the future; and (d) that performance feedback was a 
useful and effective component of the professional learning model.  
Research has identified time constraints as one of the barriers to effective 
implementation of within-school coaching (Gilmour et al., 2017). The within-school 
coaches in this study were provided with release time to complete their coaching 
commitments. The results of this study suggest that within-school coaches provided 
with designated time and effective processes can consistently deliver coaching to 
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support teacher acquisition of classroom management and instructional skills. The 
within-school coaches in this study implemented the intervention strategy with fidelity in 
the school context with minimal support from the researcher.  
Several procedures used in this study could account for the intervention 
implementation fidelity. These included: (a) training the school-based coaches using a 
“tell-show-do” approach; (b) use of a teacher consultation checklist (TCC) to guide the 
fidelity of the structured teacher consultation meetings; (c) developing an observation 
schedule with the coaches; and (d) the provision of resources to collect, analyse and 
use data for decision making, goal setting and planning. The classroom observation 
instrument developed for the study provided the within-school coaches with an easy-to-
implement performance feedback protocol. The coaches were able to provide teachers 
with specific, objective performance feedback data immediately following the 15-minute 
classroom observation without the need for verbal feedback. Kraft et al. (2018) 
recommend that coaching: (a) should focus on discrete skills; (b) be time intensive and 
individualised; (c) be context specific; and (d) be sustained over time.  
Consultation and performance feedback provided by the school-based coaches 
rather than the researcher also meant greater flexibility in timetabling classroom 
observations when there were inevitable school-based disruptions or staff absences. 
The within-school coaches were also able to provide contextual knowledge. The results 
of the current study support previous research (e.g., Hagermoser Sanetti et al., 2013; 
Reinke et al., 2007; Thompson et al., 2012) that demonstrated that within-school 
coaches were able to support classroom teachers in increasing implementation of 
evidence-based classroom management and instructional strategies. 
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The findings of this study extend the current knowledge base in several important 
ways. First, this study extends the literature by demonstrating that a within-school 
coaching model can be an effective intervention model to support high school teachers 
to increase their use of instructional and management strategies. Studies examining the 
effects of visual performance feedback on general education teachers' use of specific 
positive behavioural feedback have shown that it has a positive impact on teachers’ use 
of specific positive behavioural feedback and a decrease in student behaviour 
disruptions (Reinke et al., 2007). Despite the model showing repeated success at the 
elementary level for both individuals and groups of teachers, a replication study by 
Freeman et al. (2018) showed only minor increases in secondary teachers’ rates of 
praise. The results of Freeman and colleagues’ study did not demonstrate a functional 
relationship between targeted professional learning and high school teachers’ use of 
BSP. The results highlighted the need for further research on specific positive 
behavioural feedback in high school settings. The current study adds to and extends the 
literature base by demonstrating that a multi-component coaching intervention can be 
an effective approach to increasing high school teachers’ implementation of specific 
behavioural feedback. 
Second, there have been very few studies which have investigated the impact of 
coaching interventions on teachers’ presentation of OTRs at the high school level. A 
literature review by Cavanaugh (2013) on the effects of performance feedback on 
teachers’ praise and use of OTRs found mixed results, with only some teachers from 
four studies increasing their use of OTRs after performance feedback. In this study, the 
author also noted that, while goal setting had been used in studies to increase praise 
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statements, no studies in the review utilised goal setting to increase the use of OTRs. A 
further study by MacSuga-Gage and Gage (2015) successfully utilised performance 
feedback and goal setting to increase one elementary school teacher’s use of OTRs 
after the teacher had not responded to didactic training and self-monitoring. After being 
presented with their individual aggregated data and recommended optimum levels of 
OTRs, three of the teachers in the current study included OTRs in their goal setting. 
During the intervention phase, two teachers exceeded their goals, and the third teacher 
almost achieved their goal. These findings extend the limited knowledge base of OTR 
research conducted at the high school level. 
This study also extends the literature by demonstrating the positive effects of a 
within-school coaching model that may assist capacity building in school systems 
(Briere et al., 2015; Gilmour et al., 2017; McMaster, Han, Cooling-Chaffin, & Fuchs, 
2013). The literature shows that most evidence-based professional learning 
interventions are delivered through external expertise, most commonly university-
affiliated trainers (Stormont et al., 2015; Fallon et al., 2015). There is limited research to 
show whether these interventions can be delivered by school-based implementers 
(Cavanaugh, 2013). Horner and colleagues (2005) suggested social validity is 
enhanced when the independent variable can be implemented with fidelity by “typical 
intervention agents (e.g., teachers, parents) in typical intervention contexts” (p. 172). 
Limitations 
While the results of this study show some promise for the use of a within-school 
coaching model, several limitations should be considered when drawing conclusions. 
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There are several limitations associated with the sampling procedures, and the results 
from this study should be interpreted with caution. Although the multiple-baseline design 
allows for replication within the study, the small sample size of four teacher participants 
limits the generalisability of the results. Additionally, all teacher participants were high 
school teachers from one regional high school, which also limits the generalisability of 
the findings, as it cannot be assumed that teachers at different school locations would 
yield the same study results. Overall, external validity could be improved with replication 
across settings and participants.  
All teacher participants volunteered for the study, which may have impacted their 
motivation, openness and responsiveness to the coaching intervention. Teacher 
participants were selected partly due to their timetabling compatibility with the coaches’ 
schedules and also because they had not previously participated in the coaching trial. 
Teachers and classes were not screened before the study. The students in teacher 
participant three's observation class required little teacher intervention to demonstrate 
high levels of on-task behaviour and low levels of disruptive behaviour. This may have 
impacted Teacher Three's skill implementation as there was possibly no incentive to 
change student behaviour to warrant the teacher increasing the use of the skills 
(Simonsen et al., 2020).  
The time of year the study was conducted was another limitation of the study. 
The study was conducted during the last 12 weeks of the school year. This meant that 
the coaching intervention was conducted over a relatively short period of time, 
particularly for the teacher participants who were introduced to the intervention later in 
the study. It would have been preferable to have conducted the study earlier in the 
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school year to allow teacher participants to have more time in the intervention phase. 
Due to the imminent end of the school year, Teacher Four was added to the intervention 
stage early. This meant that Teacher Three had completed only two intervention 
observations rather than the recommended five data points, which does not meet one 
aspect of more rigorous single-subject design standards described by Kratochwill et al. 
(2013). Additionally, the end of the school year prevented the collection of additional 
data points in the intervention phase. This meant that it was not possible to conduct 
follow-up observations to investigate whether increased teacher behaviour rates were 
maintained over time. Future research should include follow-up data collected at 
different intervals of time to determine how long intervention effects are sustained 
(Carter & Van Norman, 2010; Myers et al., 2011). 
While clear operational definitions and protocols for IOA were used to limit the 
potential for bias, all data were collected by the two within-school coaches. They were 
not blind to the study purpose as per recommendations for single-subject research 
design (Ledford & Gast, 2009). In addition to this the fidelity of the coaching procedure 
itself was not assessed during the study to ensure that it was occurring similarly across 
coaches and eachers. This lack of procedural fidelity may account somewhat for 
differing results among the teacher participants.  
A final limitation is that, by using a multi-component intervention without 
experimentally manipulating each component individually, it is not clear which 
component, or combination of components, was related to the observed teacher 
behaviour change. Further studies should isolate and measure each component of the 
coaching intervention.  
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Implications for Practice 
In spite of the identified limitations, the results from this study offer important preliminary 
implications regarding a within-school coaching intervention and high school teachers’ 
use of classroom management and instructional practices. The results confirmed 
previous studies which demonstrated that, generally, high school teachers provide low 
levels of instructional and management strategies, including specific feedback and 
OTRs. Across baseline observations, teachers’ natural rates of these two practices 
were below recommended levels. Research suggests that increasing specific positive 
behavioural feedback and opportunities to respond (OTRs), both high-leverage, 
evidence-based classroom management practices, may be two of the most effective 
classroom management practices available to teachers. Increasing teachers’ knowledge 
and use of positive feedback and OTRs provides teachers with opportunities to increase 
their rate of positive teacher attention which is fundamental to increasing student 
engagement (Trussell et al., 2016). Increasing the likelihood of success for high school 
students who display academic and behavioural challenges requires teachers to use 
evidence-based universal interventions such as specific feedback and OTRs, 
implemented with fidelity across the academic curriculum (Adamson & Lewis, 2017). 
Increasing and sustaining teacher implementation of these two practices is a logical, 
effective and efficient first step in providing classroom-based prevention and 
intervention support (Partin et al., 2010). 
Traditional teacher classroom management has relied on reactive, rather than 
positive, proactive strategies. Reactive strategies such as the use of punitive 
interactions and exclusionary discipline may serve to damage student–teacher 
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relationships and reinforce student behaviour errors (Little & Akin-Little, 2008; Pas et al., 
2015). Teachers can benefit from increasing their repertoire and use of proactive, 
relationship-building strategies that promote students’ sense of connection and 
belonging in the classroom. This study has implications for both in-service and pre-
service teacher training, particularly focusing on increasing the implementation of low-
intensity, relatively easy to implement and effective instructional and management 
practices to increase student engagement.  
Evidence-based high-leverage practices have been defined by Windschitl, 
Thompson, Braaten and Stroupe (2012) as “a set of practices that are fundamental to 
support K–12 student learning, and that can be taught, learned, and implemented by 
those entering the profession” (p. 880). Research has shown that evidence-based 
classroom management strategies are not generally taught in high school teacher 
training (Freeman et al., 2014). Teacher participants in this study indicated that 
evidence-based practices were not covered in their teacher training, so it is not 
surprising that observed baseline rates were low. There is a critical need for pre-service 
teacher training to include units on evidence-based classroom management practices 
(Freeman et al., 2018). It is recommended that pre-service and in-service teacher 
professional learning include training and coaching to support teachers to use the most 
effective instructional and management practices.  
Within-school coaching 
The current study provides evidence to support the need for within-school coaches to 
have designated time to provide coaching services. Research has found that a lack of 
dedicated time to conduct observations and coaching meetings can be a barrier to 
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successful coaching (Gilmour et al., 2017). It is recommended that schools adopting a 
with-in school coaching model of professional learning allocate dedicated time for 
coaches to conduct classroom observations and coaching meetings. 
Performance feedback 
Previous research has shown that providing teacher participants with brief performance 
feedback may support implementation fidelity (Reinke et al., 2007, 2014; Sutherland et 
al., 2000). In order to provide performance feedback, there is a need for classroom 
observation tools which provide specific, objective and valid classroom observation 
data. Simonsen et al. (2014) recommend that a tool for universal screening as part of a 
multi-tiered support approach should be a combination of a checklist and direct 
observation approach and include student data. Cavanaugh (2103) recommends that 
performance feedback should be provided to the teacher immediately after the lesson. 
The classroom observation instrument developed for this study captured the critical 
evidence-based classroom management skills during a 15-minute observation. The 
format enabled the within-school coaches to provide immediate feedback to the teacher 
participants. The features of this tool may serve to be useful for universal screening to 
identify teachers requiring additional intervention supports and to monitor 
implementation fidelity.  
Multi-tiered implementation support framework 
Individual teachers respond to varying amounts and types of coaching support 
depending on their individual experience, needs and classroom contexts (Hemmeter, 
Snyder, Kinder, & Artman, 2011; Gilmour et al., 2017; Thompson et al., 2012). Similar to 
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previous research, each of the four teacher participants in this study responded 
differently to the coaching intervention (Noell et al., 2005; Myers et al., 2011; Simonsen 
et al., 2014). These findings suggest that different teachers may require different levels 
of professional learning support and training may be improved by specifically matching 
teachers’ needs with training methods. 
Researchers have proposed that the multi-tiered logic behind SWPBS should be 
applied to teacher professional learning in SWPBS classroom management and 
instructional practices (Freeman et al., 2017; Grasley-Boyd, Gage, & MacSuga-Gage, 
2019; Myers et al., 2011; Simonsen et al., 2014). Zoder-Martell and colleagues (2019) 
conducted a meta-analysis of studies on training teachers to increase behaviour-
specific praise and recommended that professional learning be differentiated for 
individual teachers through a tiered teacher training curriculum. Myers et al. (2011) 
investigated a response to intervention (RtI) approach applied to teacher professional 
learning. The authors defined RtI as “a process for making data-based decisions using 
methods that increase or decrease in intensity in response to an initial or ongoing need 
for support” (p. 37). Data-decision rules were used in the study to determine the 
intensity of teachers’ professional development support through performance feedback 
to increase the frequency of teacher praise.  
Simonsen and colleagues (2014) proposed a multi-tiered support framework to 
organise professional development supports along a continuum of intervention and 
assessment supports (i.e., universal, targeted and intensive teacher professional 
development). State, Simonsen, Hirn and Wills (2019) also proposed a Multi-tiered 
Systems of Support framework as a way for school leadership teams to develop a 
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continuum of supports for teachers. Research by Hagermoser Sanetti and Collier-Meek 
(2015) on using a data-based decision-making approach to provide implementation 
support to teachers showed a high level of skills transfer with participating teachers. The 
authors recommended a Multi-Tiered Implementation Supports (MTIS) framework to 
provide data-based support at different levels of intensity, whereby the framework 
would: (a) begin with the least intensive implementation supports; (b) monitor 
implementation fidelity data; and (c) add more intensive supports as indicated by data. 
Previous research and the results of this study suggest that teachers require 
differing levels of support to ensure that practices are implemented and sustained. An 
MTIS framework is recommended as a systematic, targeted and efficient approach to 
teacher professional learning (Gage, Grasley-Boy, & MacSuga-Gage, 2018; Gage et al., 
2017). Delivering supports based on implementation data allows for schools to “work 
smarter, not harder” and Tier One interventions may be sufficient for some teachers 
(Hagermoser Sanetti et al., 2018). The recommendation would be for schools to 
implement systematic, tiered levels of professional learning to train and support in-
service teachers to increase their implementation of classroom management and 
instructional practices. Tier One intervention would involve all teachers participating in 
direct training, followed by teacher self-monitoring. Research suggests that for some 
teachers self-monitoring strategies may be sufficient and a less resource-intensive 
approach to increasing teachers' implementation of instructional and management 
practices (Briere et al., 2015; Oliver et al., 2011; Partin et al., 2010; Simonsen, 
MacSuga-Gage, Fallon, & Sugai, 2013).  
 
 168 
Based on their response to universal training (Tier One), teachers who are 
subsequently selected for more intensive intervention would receive direct training and 
coaching support, including a structured teacher consultation meeting, goal setting, peer 
coaching observations and performance feedback. The use of a multi-tiered approach 
to teacher professional learning incorporating data-based decision-making is 
recommended as a resource-efficient systematic way to organise and guide 
implementation support in busy school environments and ensure limited time and 
resources are utilised strategically for maximum benefit (Hagermoser Sanetti et al., 
2018). 
Implications for Research 
SWPBS research at the classroom level is an emerging area of study. Although 
SWPBS has been shown to improve student behavioural outcomes in schools, the 
classroom context requires additional research to increase teacher proficiency with 
evidence-based practices (Reinke et al., 2013). While the study found a within-school 
multi-component coaching intervention to be effective in changing teacher practice, as 
discussed in the limitations it is not possible to determine which component or 
combination of components was related to teacher behavioural change. Schools require 
efficient and effective approaches to support teacher professional learning. Future 
research isolating the coaching components as part of an MTIS approach is needed. 
This research would be useful to assist in identifying: (a) how to differentiate 
professional learning support for teachers; (b) which components are functionally 
related to behaviour change for teachers and students; and (c) decision rules for the 
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intensity of support provided to teachers (Simonsen et al., 2014). Due to the research 
design and subsequent staggered introduction of the intervention, it was not determined 
whether teachers maintained implementation over time. Future research should 
investigate the maintenance of skills over a more extended period, particularly after the 
withdrawal of coaching support. 
Pre-implementation factors 
Further research is required on the optimal structures required in schools to support the 
effectiveness of within-school coaching for professional learning. The coaching model in 
this study would likely not have been sufficient to ensure fidelity of implementation 
without additional conditions in place within the school context (Gilmour et al., 2017). 
Research has shown that teachers’ implementation of new programs is only partially 
dependent on the features of the program to be implemented. Han and Weiss (2005) 
point out that it is also related to particular characteristics of the individual teacher and 
the school system, which represent “pre-implementation” factors. At a “proximal level, 
the immediate school context directly defines the conditions that facilitate or impede 
teachers’ efforts and motivation to implement a program” (Han & Weiss, 2005, p. 667). 
Several “pre-implementation” factors present at Beach Senior High School 
(BSHS) were in place to support the implementation of the within-school professional 
learning model. These included: (a) administration support by the school principal; (b) 
schoolwide systems of support for behaviour in place; (c) the perceived success of a 
previous effective classroom practice coaching trial at the school; (d) an established 
classroom observation coaching culture as part of professional learning within the 
school; and (e) a commitment to action learning within the school.  
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The high level of principal and administration support for the project was a key 
“pre-implementation” factor in providing time, priority and school resources to facilitate 
the study (Huguet, Marsh, & Farrell, 2014; Matsumura, Sartoris, Bickel, & Garnier, 
2009). Strong administration support for the study ensured the school-based coaches 
were resourced and supported to conduct the coaching observations. The within-school 
coaches in this study were experienced teachers and able to provide contextual 
knowledge and mentoring to the teacher participants. In addition to this, the project trial 
in the previous year was also a significant “pre-implementation” factor as it served to 
adapt the model to the school context and “lay the groundwork to cultivate institutional 
understanding, readiness and support for the program” (Han & Weiss, 2005, p. 672) at 
the school. The already established coaching culture within the school was a 
contributing factor towards teacher buy-in and willingness to volunteer to participate in 
the study. Classroom observation and feedback cycles were perceived to be non-
evaluative and a regular part of the school professional learning culture. Kraft et al. 
(2018) highlight this as a “key condition for the success of scale-up efforts” (p. 574).  
Academic feedback 
Research suggests that increasing teacher presentation of OTRs is correlated with 
increased task engagement, increased correct responses and reduced behavioural 
disruptions during instruction (Adamson & Lewis, 2017; Mac-Suga Gage & Gage, 2015; 
Sutherland et al., 2003). OTRs have been described as having three parts: (a) request 
to respond, (b) student response, and (c) contingent feedback (Adamson & Lewis, 
2017; MacSuga-Gage & Gage, 2015; Stichter & Lewis et al., 2009). The increased 
opportunity for correct responses provides an increased opportunity for positive 
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academic feedback (Sutherland et al., 2002). Teacher participants in the intervention 
phase of this study increased their presentation of OTRs during teacher-directed 
instruction. The increase in teachers’ presentation of OTRs would have provided 
teachers with increased opportunities to provide contingent positive feedback on 
academic responses. Unfortunately, academic feedback data was not collected in this 
study. This data would have had an effect on the ratio of positive to corrective feedback 
statements used by teacher participants. It would be useful in future studies at the high 
school level to collect additional data on academic response feedback provided by 
teachers as one of the features of OTRs, particularly when examining ratios of positive 
to corrective teacher feedback. 
Student results 
Student downtime throughout the observations was relatively low, with an average of 5 
per cent at baseline and 7 per cent during the intervention phase. This finding was 
consistent with findings from a large-scale research project by Scott et al. (2017), which 
found average downtime to be at 3 per cent of observed time at the primary and middle 
school level, rising to 6 per cent of observed time at the high school level.  
Research supports the positive relationship between teachers’ implementation of 
classroom management and instructional practices and improved student outcomes 
(Oliver et al., 2011). However the results of this study demonstrate minimal to no 
change in observed levels of student engagement and behaviour errors. Further 
research is required to determine the level and duration of teacher behaviour change 
that impacts student behaviours (Gage & Grasley-Boy et al., 2018).  
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One of the main goals of teachers’ participation in professional learning is to 
increase student learning outcomes, with the key to sustained teacher implementation 
of new practices being demonstrable improvements in student outcomes. A change in 
teachers’ attitudes and beliefs occurs primarily after new practices have shown clear 
evidence of gains in student learning (Guskey, 2002). Given these factors, it is essential 
that teacher professional learning models continue to explore and include ways to 
evaluate and link change in teacher practice with measurable student outcome data.  
Implications for Policy 
Education systems, researchers and policy makers need to work together to explore 
ways to provide systematic professional learning to equip teachers with the necessary 
knowledge, tools and support to implement practices to effectively engage all students 
(Scott et al., 2017; State et al., 2019). It is widely acknowledged that quality teacher–
student relationships are a critical contributor to student engagement. Schools and 
education systems face a challenge to move beyond enduring reactive and control 
practices and beliefs. Many educators continue to default to coercive, punitive and 
exclusionary practices. Research has shown that teachers’ implementation of evidence-
based classroom management and instructional practices improves outcomes for 
students with or at risk of EBD (Desimone & Long, 2010).  
All teachers need to be provided with the knowledge and support to implement 
evidence-based practices in order to meet students’ diverse academic and behavioural 
needs. Many teachers feel inadequately prepared through pre-service and in-service 
training to effectively manage student behaviour (Begeny & Martens, 2006; Freeman et 
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al., 2014; Moore et al., 2017). Research has identified high-leverage evidence-based 
classroom management and instructional practices that increase the likelihood of 
student success. It is of concern that, generally, teachers are not using these practices 
at high rates. Research shows that classrooms that are not well managed are 
associated with adverse outcomes for both teachers and students. Students in poorly 
managed classrooms are at increased risk of long-term adverse academic, social and 
behavioural outcomes (Reinke et al., 2013). Students with or at risk of EBD are even 
more vulnerable in poorly managed classrooms.  
It is crucial for both teachers and students that the field of education places a 
high priority on developing effective frameworks and systems to support effective 
teacher professional learning in the area of classroom management (State et al., 2019). 
There is no quick fix or one-size-fits-all approach to providing a large and diverse 
workforce of teachers with effective professional learning in evidence-based practices. 
While the challenges of bridging the gap between research and practice are significant, 
researchers and education systems must work together to bridge this gap. There are 
many professions where this research-to-practice gap would not be tolerated, yet it 
exists and is accepted in the field of education where the futures of our young people 
are at stake (Scott et al., 2017). 
Effective classroom management and instructional practices provide the 
foundation for student engagement and academic achievement. The most effective way 
to improve educational outcomes for students with EBD is to increase teachers’ 
knowledge and skills in high-leverage evidence-based classroom practices. To address 
the enduring issue of student disengagement from education, schools and education 
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systems need to make the shift from punitive and reactive responses to students with 
EBD to a preventative and instructional approach. A high priority needs to be placed on 
researching innovative, effective and efficient ways to provide system support for high-
quality teacher professional learning (Freeman et al., 2014; Moore et al., 2017; Reinke 
et al., 2011; Scott, Hirn, & Alter, 2014). It is also imperative that this process includes 
measuring the impact of professional learning on teachers’ implementation and student 
outcomes (Kennedy, Hirsch, Rodgers, Bruce, & Lloyd, 2017).  
Providing schools with systems to support teacher professional learning which is 
ongoing, job-embedded, experiential, reflective and collaborative serves to build both 
teacher and school capacity. Building schools’ capacity to become sustainable learning 
organisations focused on improving teachers’ practice and student outcomes is an 
essential tool for school reform. When schools become learning organisations, they are 
better equipped with the human capital to make sense of and adapt to new education 
reforms (Hill & Desimone, 2018).  
It is clear from the research that, while evidence-based practices have been 
identified, they have not been realised through mainstream implementation. Most 
important for consideration regarding policy is the need for education organisations to 
place a high priority on implementation science to ensure that evidence-based practices 
and educational innovations are scaled up, implemented with fidelity and sustained in 
order to maximise intended outcomes for schools and students (Fixsen, Blase, Metz, & 




Coaching is a promising practice in teacher professional learning to bridge the gap 
between training and accurate and sustained implementation of evidence-based 
practices. This study examined the effectiveness of a within-school coaching model on 
teachers’ implementation of evidence-based classroom management and instructional 
practices. The practices selected were low-intensity strategies which required few 
resources, were relatively easy to implement and were supported by research as 
effective for students with and without EBD (Landrum & Sweigart, 2014).  
This study adds to the limited literature on the positive effects of a within-school 
coaching model (Briere et al., 2015; Gilmour et al., 2017; Hagermoser Sanetti et al., 
2013, 2014; Thompson et al., 2012). Schools must look at natural implementers within 
school systems and the contextual supports required to support teachers’ sustained 
adoption and use of evidence-based classroom management practices. The use of 
within-school coaches may provide an accessible and sustainable solution for school 
systems to support teachers in the implementation of evidence-based classroom 
management practices.  
There is a need to investigate further how to support schools in the design and 
delivery of contextual, feasible, effective and efficient ways to build school capacity in 
the provision of ongoing job-embedded professional learning through school-based 
personnel. Training and supporting school-based personnel as coaches to provide 
ongoing job-embedded support for teachers which includes peer observation and 
performance feedback could serve to increase implementation fidelity and reduce the 
research-to-implementation gap (Stormont et al., 2015). School leaders need to be 
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supported to develop frameworks that incorporate evidence-based, high-leverage 
classroom practices and core features of within-school coaching models. It is also 
critical that these frameworks are linked to both implementation fidelity and improved 
outcomes for students.  
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• Loved it, and I’ve actually rolled it into my next year’s professional 
performance management. It’s just invaluable. I wish I had this at the 
start of the year instead of the end of the year but, regardless, I’m so 
glad I had this opportunity because it’s totally changed the way I teach … 
• Initially I was very nervous having people come into my class and they 
kept saying “but we’re not watching you, we’re just taking data”. I got 
used to that quite quickly and I knew that there was that no judgement 
part of it, which is really important.  
• I think it’s fantastic, it’s been amazing, for me. I thoroughly enjoyed it, it 
was long, so I felt like, gosh, are we still doing this but, I realised the 
benefits of it being that long. I think if it didn’t take so long it wouldn’t 
have had the effect. I feel like it has been embedded a little bit in my 
practice. 
• My impressions are great, I think everyone should have the opportunity 
… I’ve shared it with our department, I keep saying, this is really ground-
breaking. 
• I really liked the impartiality of it, I like the objectivity of it. It wasn’t like I 
was in there necessarily being judged and feel judged. I just felt 
observed, I felt like just because the boundaries and because the 
behaviours were so clear and there were behaviours, it wasn’t 
necessarily behaviour then consequences, it was just like these are your 
behaviours. That was a really nice take on observations because I think 
for a lot of teachers that’s kind of worrisome because there’s a tendency 
for … if there’s no structure and a frank, like full observations, just to go 
on, alright well we saw you do this and this was the effect, so what are 







a result of 
• What I thought I knew about teaching, and particularly the behaviour 
management, I honestly didn’t know anything. Opportunities to respond 
and that positive feedback, I think they’re the two biggest things that 
changed for my class and changed the confidence in those kids. 





• Well, I didn’t realise that I wasn’t being specific at all so I had a lot of, lots 
of non-specific, but not enough specific feedback. I think this is where I 
need to start again for the year, I felt like I wasn’t using … that language 
wasn’t coming, thank you very much for putting your hand up, thank you 
for being respectful, that’s not my … hadn’t been my way from the 
beginning. I need to make that, this is what this teacher does all the time 
and I think I felt a little strange about changing that, it kind of felt 
contrived, so that is slower to come in.  
• I really focused on the opportunities to respond section, so I think that’s 
been amazing, that’s just been fantastic and I … and I can see their 








• It reduced off-task behaviour enormously during those intense periods 
without a doubt and rolled into the remainder of the lesson. I think I held 
them a lot longer.  
• The power of positive feedback for students is so powerful and it 
changes the whole dynamics. I now have eight students in this second 
bottom class who are getting E’s before are now passing. 
 
